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ABSTRACT 
A Study of Academic Performance in Relation to Loneliness, Neuroticism 
and Locus of Control Among University Students. 
The academic performance plays vital role in the academic career of the 
individual and in the future progress. It is, therefore, highly significant to 
identify the important variables which may affect academic performance. Thus 
the present study was undertaken''to examine the impact of three important 
personality variables namely loneliness, neuroticism and locus of control on 
academic performance. More specifically, the main objectives of the study 
were (1) to investigate the relationship between academic performance and 
loneliness, i.e., to see whether or not high and low lonely subjects differ with 
respect to academic performance; (2) to investigate the relationship between 
academic performance and neuroticism, i.e., to see whether or not subjects 
with high and low level of neuroticism differ with respect to academic 
performance; (3) to investigate the relationship between academic performance 
and locus of control, i.e., to see whether or not internally oriented and 
externally oriented subjects differ with respect to academic performance; (4) to 
investigate interactional effects between loneliness and neuroticism, between 
loneliness and locus of control, between neuroticism and locus of control and 
among loneliness, neuroticism and locus of control on academic performance. 
To achieve these objectives a 2x2x2 factorial design in which three 
personality variables (i.e., loneliness, neuroticism and locus of control) each 
variable varying in two ways, was used. Thus there were eight groups oi' 
subjects; each group consisted of 50 subjects, making a total of 400 subjects 
who participated in the present study. These subjects were randomly selected 
from post graduate students. Faculty of Arts and Social Sciences, A.M.I.. 
Aligarh. 
In order to form above mentioned eight groups of subjects, Loneliness 
Scale developed by Russell, Peplau and Cutrona (1980), Neuroticism Scale 
Questionnaire, developed by Scheier and Cattell (1961), and Locus of Control 
Scale (I-E Scale), developed by Rotter (1966), were administered on 800 Post 
Graduate students. They all belonged to same socio-economic and cultural 
background. The age of the subjects ranged from 18 years to 28 years. On the 
basis of their scores on these various scales, these eight groups were formed. 
Academic performances of these eight groups of subjects, so formed, were 
assessed by recording their average performance in three consecutive 
examinations (two promotional and one final year examination). The data, 
thus, obtained were tabulated group wise and were statistically analyzed by 
means of three way analysis of variance (ANOVA). 
The results revealed that loneliness has profound impact on academic 
performance. It was found that high lonely subjects secured markedly lower 
marks in three consecutive examinations as compared to low lonely subjects. 
Neuroticism was found to have no differential effect on academic performance, 
i.e., subjects with high level of neuroticism and subjects with low level of 
neuroticism did not differ with respect to their academic performance; both 
groups secured more or less equal marks in three consecutive examinations. 
Similarly, locus of control did not influence academic performance. Though 
unexpected, internally oriented subjects and externally oriented subjects did 
not differ with respect to academic performance: both groups nearly obtained 
equal marks in three consecutive examinations. All the interactional effects 
were found statistically insignificant. These findings were discussed in the in 
the light of previous researches and other possible explanations were provided. 
Moreover implications of the findings in academic area were discussed and 
need for fiirther researches in this area were emphasized. 
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INTRODUCTION 
Any seat of learning may be divided into three important component i.e. 
student community, teaching staff and non teaching-administrative staff. 
Though each component plays important role in the smooth functioning of the 
educational institution, the student community occupies the central position. It 
will not be hyperbolic to say that the very existence of the educational 
institution heavily depends on the student community. Thus, the student 
community is the core component of the educational institution. The 
educational institution whether it is a school or a college or a university is 
established only to impart knowledge to the students. Hence, the reputation of 
any educational institution depends to a great extent on the academic 
performance of the students. 
It has generally been observed that even in most reputed educational 
institutions, there is wide variation in the academic performance ot the 
students. Ore segment shows remarkable academic performance, whereas 
other segment shows poor academic performance. Such variation in academic 
performance continues to exist even when equal facilities and opportunities are 
provided to all students. Social scientists especially Psychologists have been 
burning mid light lamp to identify the variables which may be responsible for 
such variation in the academic performance of the students. Some studies have 
demonstrated that the differences in the intelligence level of the students may 
be one of the contributing factors for differences in the academic performance 
of the individual. 
There is a large body of research data demonstrating the determining 
influence on academic achievement of certain factors lying outside the 
individual, such as socio-cultural background, home conditions and schooling 
facilities. With intelligence being held constant, differences m these 
environmental factors are bound to affect academic achievement. If these 
environmental factors are also held constant, as they might be well in 
homogeneous group of subjects exposed to similar environmental conditions, 
still the phenomenon of over-underachievement exists, and we assume that 
they do, and then study habits and certain personality factors will have to be 
added in accounting for the differences in academic achievement. 
ACADEMIC PERFORMANCE 
Academic performance is related to the acquisition of principles, 
generalization, capacity to perform efficiently and certain manipulations of 
objects, symbols and ideas. Assessment of academic performance has been 
largely confined to the evaluation in terms of information, knowledge and 
understanding. The dictionary of Education prepared by Good (1973) defines 
that academic achievement is the "knowledge attained or skills developed in 
the school subjects, are usually designed by test scores or by mark assigned by 
teacher or by both." Hawes and Hawes (1982) defined academic achievement 
as the successful accomplishment or performance in particular subjects, areas. 
or courses, usually by reasons of skill, handwork, and interest typically 
summarized in various types of grades, marks, scores, or descriptive, 
commentary. 
Academic achievement is of great importance in the present socio-
economic and cultural context. Obviously in schools great emphasis is placed 
on formal education. The effectiveness of any educational system is gauged to 
the extent of the student achievement whether be it in cognitive, affective or 
psychomotor domain. 
According to the new Webster's Dictionary, academic achievement may 
be defined as "The act of achieving or performing, accomplishment an exploit, 
and a great or heroic deed, and a feat". Therefore, to maximize the 
achievement within the given set up is the ultimate goal of every educational 
process. 
The reason for studying subject is that the value of academic 
achievement is dichotomous first to pursue higher education; the second new 
task and lucrative jobs. Consequently pressure on school and college going 
students for achieving high academic scores increased astonishingly. Parents 
be to see still more conscious about higher academic scores in examination of 
their children as they found that their wards would remain lagging if an aspired 
job children could not get even after spending sixteen or more years m 
schooling and investing most of the economic resources. Higher grades m the 
class will be an indicator of better learning and knowledge and better grades 
would entail upward promotion to the higher category and would be helpful in 
getting employment. Parents assume and attach higher standard of academic 
achievement of their children consciously or unconsciously without equitable 
consideration of their abilities, capabilities, and essential physical facilities and 
personality traits. 
There is a substantial body of evidence that suggests that personality 
variables like loneliness, neuroticism, and locus of control have great impact 
on the academic performance of the students. Hence these personality traits 
need some explanation. 
LONELINESS 
Loneliness is the inability to maintain the level of affiliation one desires. 
It is subjective state: A person can be alone and not feel lonely, or be in a 
crowd and feel lonely. The partners in a long marriage can experience 
loneliness, whereas a recently widowed person may not feel lonely (Tornstam, 
1992). Loneliness occurs only when the actual level of a '^filiation does not 
correspond to the desired level. 
At least two distinct form of loneliness exist, emotional isolation and 
social isolation (Peplau and Perlman, 1982). In emotional isolation, a person 
feels a lack of deep emotional attachment to one specific person. By contrast, 
people who experience social isolation suffer from a lack of friends, associates, 
or relatives (Dugan and Kivett, 1994). 
The two types of loneliness often do not go hand in hand. For example, an 
individual may have many friends and acquaintances and a large, extended 
family, yet lack any single person with whom to share a deep relationship. 
Similarly, people who frequently attend parties or eat in crowded cafeterias 
with many others may still experience a sense of loneliness if they feel 
emotionally detached from the people who surround them. Although they 
might not feel socially isolated in such cases as these, they may experience 
emotional isolation (Russell et al., 1984; Bell, 1993). 
Of course, being alone is not invariably bad. Many people crave time by 
themselves. What is critical in producing loneliness, then, are the attributions 
we make regarding the experience of being alone (Dykstra, 1995; Archibald, 
Bartholomew and Marx, 1995). 
Those who view isolation as largely attributable to unstable, 
controllable factors ("We are all studying hard this semester and don't have 
much time to socialize") are likely to experience loneliness. On the other hand, 
people who attribute isolation to their own stable, uncontrollable personal 
shortcomings ("I'm by myself because I'm not likable or interesting') are 
much more likely to experience loneliness (Cutrona, 1982; Peplau, Micelli 
and Morasch, 1982). Finally, as might be expected, a combination of 
controllable and stable causes-—or uncontrollable but unstable, temporary 
causes—produces an intermediate degree of loneliness. 
Loneliness is most frequently thought of as a mood, emotion or feeling, 
but it may also refer to an attitude towards social relationships, to a lifestyle, or 
to a condition of life (e.g. that of an elderly widower living alone). Experiences 
of loneliness are probably more frequent among younger than among older 
people, but equally frequent among men and women. However, there are likely 
to be group differences in the type of loneliness experienced and m the 
willingness to admit to loneliness. 
There are many possible sources of loneliness, both situational and 
circumstantial (e.g. death of loved one, unemployment, moving) and personal 
or psychological (e.g. shyness, poor health, poor social skills). Experiences of 
loneliness and their intensity will usually reflect some combination of these 
factors. 
For many students, university is a time of much excitement and 
exhilaration that comes with change, growth, and new horizons. However, 
most students experience brief periods of loneliness from time to time during 
their college years. For some, the experience of loneliness can be extended and 
debilitating. It can have a negative effect on academic performance and on 
personal growth and development. Still, loneliness is a normal experience that 
student can learn to cope with constructively and effectively. 
LONELINESS IS NOT THE SAME AS BEING ALONE 
We can experience loneliness even when we are around many people. 
Loneliness is a painful emotional feeling of being disconnected, cut off or 
isolated from the rest of our world. It is a feeling that something is missing 
from our lives. 
1. YOU CAN FEEL LONELY: 
• When you are alone and have no choice in this. 
• When you do not feel part of a group or event. 
• When there is no one with whom to share your feelings and experiences. 
• When you feel disconnected and alienated from your surroundings. 
• When there is no-one to know how miserable and isolated you feel. 
2. LONELINESS MEANS TO FEEL: 
• Excluded from the group. 
• Unloved by those around you. 
• Alienated from your surroundings. 
• There is no one with whom to share your personal concerns and 
experiences. 
• That you are alone and have no other choice. You find it difficult to 
make friends and go beyond mere acquaintance. 
• Isolated, alone and unhappy about your situation. 
3. LONELINESS IS COMMON AT UNIVERSITY FOR MANY 
REASONS INCLUDING: 
• You are away from friends and family. 
• It may be the first time in years - maybe even since primary school - when 
you have had to 'start from scratch' making new friends. 
• You may be missing old friends and finding it hard to replace them - or 
perhaps even a bit reluctant to replace them with substitutes. 
• You may have high expectations of university as a place where you will 
make friends for life, and be disappointed in the people you initially meet. 
• You may have a long distance relationship and feel torn between social life 
here and elsewhere. 
• You may be anxious about work and feel in conflict about spending time on 
social activities. 
4. LONELINESS CAN MAKE YOU FEEL: 
• Unloved and unwanted. 
• Socially inadequate. 
• Convinced that there is something wrong with you. 
• Self-conscious and ill at ease with others. 
• Angry and critical of others. 
These feelings, of course, can then result in lowered self-esteem; a (usually 
unfounded) conviction that people do not want you around; a reluctance to 
even attempt to make friends or take part in social activities; an inability to 
assert yourself and say 'no' to things you do not want to do and a consequential 
feeling of being exploited. 
CAUSES OF LONELINESS 
Almost everyone experiences loneliness at some time in his or her life. 
There are many factors that contribute to feeling lonely. Making a major life 
change such as leaving home to go to college, ending a relationship, changing 
jobs, or moving to a new geographical location can put a person in a position to 
experience loneliness. When we are separated from familiar people and places, 
we often feel disconnected, like we don't belong, for a time. Usually, as we 
meet people and become familiar with places, the feeling subsides fairly 
quickly. 
Some people fell disconnected or left out because they don't know how 
to approach or contact others socially. Many fear being rejected so they don't 
attempt to make friends or develop relationships. 
The real culprit though is how we interpret being separated or alone. 
Intense feelings of loneliness are generally accomplished by thoughts like "I 
don'^  have lots of friends because I'm not really worthy of them." 'Tm not 
interesting enough to be noticed or attractive." People with low self-esteem 
often believe that others would not be interested in knowing them and that their 
loneliness is evidence of their weakness as a person. 
However, the main causes of loneliness are as under:-
Being abused and rejected by others. In this case, people outside of the 
lonely individual have treated this person in a rejecting manner. These include 
things like being lied to, being made fiin of, being abandoned or rejected (by 
family and friends), being told abusive things like, "you're no good", or "we 
don't want you around." In these cases of verbal and psychological assaults, 
individuals develop defensive walls to protect themselves from this negative 
environment; often times shutting out both people that can help them as well as 
those that can harm them. 
Being unable to fit in. Closely linked to the previous idea is another idea of 
being unable to fit in. Sometimes lonely individuals feel as if they are "a black 
pearl in a box of shining jewels." They feel like a misfit, someone who cannot 
fit in with the rest of the crowd. Very often there are feelings of wanting to be 
like everyone else, to be "normal" instead of standing out and being rejected 
because of it. In some cases, the desire may extend to being popular and well-
liked, not only fitting in but being looked up to and admired. 
Broken heart or missing someone. Not surprising, in some of the poems, 
it is encountered that loneliness was because of a reason break up in a romantic 
relationship, or just simply missing that special someone in their life. 
Sometimes when romantic relationships end, there is a feeling of intense 
loneliness, and this was especially the case for lonely individuals who 
experienced a break up with a person that they were still in love with. Within 
all of us is a desire to have special people close to us, and when that special 
someone is torn away from us, these intense feelings of loneliness can occur. 
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CHARACTERISITCS OF LONELY PERSONS 
According to Edmiston (2007) the lonely person may be characterized as: 
a) They have high expectations of others. When these high expectations 
are not met they get disappointed and then retreat into their shells. 
b) They require people to agree with them exactly. Over the years they 
narrow down the range of acceptable people until there is no-one left 
c) They expect good to be done to them first before they will reciprocate 
and they are always waiting for someone else to act and thus they do not 
take the first step. 
d) They move location too often to develop deep friendships. 
e) They are impatient with others. Love is patient and takes time to 
develop. 
f) They believe they are elite and "cannot associate" with most people. 
g) Sometimes they lack knowledge of how to go about making friends, 
engaging in small talk and showing the gestures of acceptance - smiling, 
nodding, and small courtesies. 
h) Lack of listening skills. Poor listeners often come across as self-centered 
so they have few friends, 
i) An "all or nothing" view of acceptance and rejection, 
j) Anger - at one's self, at others, at the world in general. Anger isolates, 
k) Fear of embarrassment and fear of rejection. 
1) Distrust of others as the result of a severe life trauma. 
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m) Being overwhelmed by life so they choose isolation to reduce the stress 
levels. 
n) Being so consumed by the need to perform that life is "all work and no 
play". 
o) Being so competitive that life is a "battle" where everyone else is a rival 
and friendship is thus excluded. 
HOW DOES LONELINESS AFFECT PEOPLE? 
A primary problem with loneliness is that when people experience it, 
they often engage in defensive behaviors that may provide some immediate 
relief from the pain, but in the long run perpetuate the feelings of loneliness. 
For example, some people who feel lonely withdraw from many of their 
existing social contacts or from opportunities for contacts with others because 
they fear rejection. They retreat to the security of their home after school or 
work and narrow their activities to reading, watching television, or hobbies 
they can do alone. While learning to spend enjoyable time alone is important 
and helpful, avoiding social engagement is counterproductive. 
Others compensate for their feelings of loneliness by over activity. By working 
long hours, immersing themselves in campus activities, or occupying 
themselves with other types of constant activity, they avoid the painful feelings 
that loneliness can bring. Still others unintentionally sabotage their relationship 
by exhibiting overly possessive, clinging, depended behavior. Some attempt to 
anesthetize themselves with food and/or alcohol and other drugs. 
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All of these behaviors are self-defeating because, while the> may 
provide immediate emotional relief, they tend to confirm the lonely person's 
irrational self-beliefs about not being worthy of others' friendship or 
companionship. 
NEGATIVE EFFECT OF LONELINESS 
People experiencing loneliness often feel depressed, anxious, and/or angry. 
Some may experience physical symptoms such as headaches, stomach pain, 
and reduced energy. They are often overly self-critical and self-absorbed in 
their unhappiness. 
If you are lonely you may find yourself engaging in the following behaviors 
that perpetuate the problem: 
• You experience low self-esteem. You depend on your classmates and 
friends to build your self-esteem and to initiate activities, etc. 
• You blame yourself and other students for your poor social 
relationships. You falsely assume that nobody likes you. 
• You do not make any attempt to get involved in social activities. You 
expect everyone that you admire to like and include you in their 
activities and conversations. If they do not include you in their social 
activities you may become more withdrawn, angry, and isolated from 
other activities. 
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• You become self-conscious and worry unnecessarily about being 
evaluated by your instructors, classmates, and peers. 
• You have difficulty engaging in assertive behavior. You are afraid to 
stand up for your rights and say "no" to unreasonable requests. 
• You avoid meeting people and new situations. You have difficulty 
introducing yourself, making telephone calls and participating in group 
activities. 
• You perceive yourself in a negative way. You become overly critical of 
your physical appearance. 
• You feel isolated, alone and unhappy about your situation. 
WHAT CAN WE DO ABOUT LONELINESS? 
Loneliness is a common experience among university students that can 
be overcome. Much of the emotional pains we experience as loneliness come 
from our negative interpretations of our current life situation. To overcome 
loneliness, take positive, rather than defensive action, avoid withdrawmg. 
Challenge your irrational self thoughts; take time to develop personal interests 
and self -awareness, and seek contact with others through a wide range of 
university work, personal, and social contacts. Maintain a balance involvement 
and enjoying your time alone. 
Try talking to the people in college who are there to support students. 
such as your tutor or the chaplain or JCR welfare officer. If you continue to 
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feel lonely and miserable, you might consider coming to talk to someone at the 
University Counselling Service. The service has on offer a variety of 
approaches that may help you combat the feelings that loneliness bnngs, such 
as those described below. 
HOW TO OVERCOME LONELINESS AND REGAIN A 
POSITIVE OUTLOOK 
Loneliness can be overcome. But it depends on YOU. Only you can build 
your self-esteem and learn to feel good about yourself If you are lonely, do 
something about it: 
• Seek out situations that enable you to get involved with other students. 
For example, ask someone in your class to be your study partner. 
• Learn to be assertive. If you are shy, learn to say hello or start a short 
conversation with the student who sits next to you in class, on the bus, 
etc. Get involved in class discussions. 
• Learn to enjoy life l?y developing your social skills. If you see someone 
that you like, don't just sit there and hope that the person will come to 
you. Make the first move. Use verbal or nonverbal cues to let the person 
know that you are interested in getting to know him/her. For example, 
make eye contact and smile. You can also go over, say "hi" and 
introduce yourself 
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• Do some volunteer work, helping others will boost your self-esteem and 
make you feel good about yourself. 
• Don't judge people on the basis of your past experiences. Give your 
instructors, classmates and peers a chance, and try to get to know them. 
Remember! There are individual differences in people. Learn to admire 
and accept these differences. 
• When you are alone, use the time to enjoy yourself. For example, listen 
to music or watch a favorite television show. Do not spend the time 
eating endlessly or worrying about your problems. 
• Remember that loneliness is very common. Almost everyone feels it at 
some time. It is not a defect. It is something that can be changed. It is a 
sign that important needs are not being met. Changing the situation may 
involve finding and developing a circle of friends, but it may also mean 
finding ways of learning to enjoy your times alone; to use them more 
constructively and pleasurably. 
• Do not wait for other people to visit you or speak to you. Try to talk to 
people you sit next to in class or at meals or in breaks at work. Say 
hello, or even just smile, at people you pass on the staircase or 
elsewhere in college or in your workplace. 
• Try to put yourself in new situations where you will meet people with 
interests in common. Choose activities that you are genuinely interested 
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in and enjoy - societies or sports or voluntary work. Do not, however, 
over-extend yourself, filling your time with too many things just to 
avoid being alone. 
• Do not deprive yourself of things you would like to do just because you 
have nobody to do them with e.g. going to a concert or for a walk, or 
seeing a film. 
• Try not to be critical of your efforts. Remind yourself that intimate 
friendships take time to develop. Do not disparage friendships in the 
belief that only romantic relationships will relieve your loneliness or 
give you confidence and social status. 
• Build relationships by being a good friend to others. 
• Respond to others and their interests (but do not feign an interest you do 
not feel). 
• Some people are more at ease in groups and others in 'one to one' 
situations. Consider your own preferences and 'style'. Find others with 
similar outlooks and interests. Remember that, despite appearances, not 
everyone is interested in bars or sports. 
• Challenge the reality of your pessimistic or negative thought. Much of 
what we experience as loneliness comes from irrational interpretations 
of our current life situations. You may not even be aware of negative 
thoughts about yourself, so the first step is to try to identify negative 
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self-thoughts you may be having about your current life situation. Then 
look for contrary evidence to your irrational thoughts (e.g. you've had 
friends before, you've been in a good relationship, you've had positive 
working relationships, etc.) It's almost always there. 
• Take advantage of this particular time in your life to do some things you 
want to do for yourself This is probably a time when you have fewer 
time commitments and obligations to others, so enjoy it! You can do 
more of what you want to do, when you want to do it. 
• This is a good time to focus on you and learn more about yourself Take 
time to develop personal interests that you may not have had time tor 
before. 
• Get involved in activities that are interesting to you and that will put 
you in a position to meet, work, and socialize with others. Getting 
involved with campus activities, volunteering, or working for a cause 
you believe in will help you to meet people with similar interests and 
values. 
• Try a new recreational activity. Exercise and physical activity will 
increase your energy and help you to feel better about yourself 
• Work on developing relationships with others. Avoid impulsive, 
desperate, and "clingy" behaviors that tend to drive others away. Some 
helpful tips on developing relationships are included in the TX State 
brochure, Meaningful Relationships: How to Attract Them, Nurture 
them, and Keep Them. 
• Work on your listening and communication skills. Ask others about 
themselves and seek their opinions. Listen attentively and actively. 
• Present a positive self-image. Greet others with a friendly smile, a 
strong handshake, and direct eye contact in a n assertive manner Let 
others know from your body language that you welcome their 
communication with you. People who act shy or timid are often avoided 
by others who fear being too intrusive or overpowering. 
LONELINESS VERSES ACADEMIC PERFORMACE 
Loneliness is a very important personality trait which is coloured with 
emotions including unhappiness, distress, and irritability. According to Weiss 
(1973), there are two sources of loneliness. The first is "emotional isolation" 
and the other one is "social isolation". Emotional isolation occurs when people 
lack intimate and stable attachment whereas social isolation is due to lack ol 
friends and community. If either type of isolation lasts too long, lonely people, 
may sink into a self critical depression (Peplau, Russell and Heim, 1979). It is 
important to point out that loneliness is not the same thing as solitude or being 
alone. It has been observed that many individuals live alone but do not feel 
lonely simply because of the reason that they have close ties to good friends 
and family. Other individuals, on the other hand, live in large families but feel 
desperately lonely because they think that no one understand them or cares 
about them. Hence feeling of loneliness can not be understood by studying 
actual isolation. Certain events of life such as the break up of dating 
relationship or a marriage, widowhood, moving away from home, loosing a 
job, quarrelling frequently with family and friends may set the stage for 
loneliness (Rubenstein and Shaver, 1982). It is interesting to note that 
loneliness depends on how a person interprets and reacts to these events 
overtime. Paplau and Perlman (1982) and Weiner (1985) have identified 
three styles of thinking that are related to prolonged loneliness and 
unhappiness. According to them the first style of thinking related to prolonged 
loneliness is intemality i.e. the person believes that reason for his loneliness is 
either internal or external. Internal reasons are manifested in such statement as 
"I am unattractive"; "I do not know how to make friend". External 
explanations, on the other hand, are manifested in such statements as "The 
people I work with are unfriendly", "I am having a run of bad luck". In either 
type of thinking the individual either blames himself or others. However, it has 
been observed that internal blames tend to make lonely people more 
withdrawn. In second type of thinking is known as stability, the reason for his 
loneliness is either permanent or temporary. Needless to say people who 
believe that the reason for their loneliness is permanent they make no efforts to 
improve their circumstances and hence they remain lonely. Control is the third 
style of thinking related to loneliness. According to this style of thinking the 
lonely person believes that there is absolutely nothing one can do to change the 
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situation. Such style of thinking often prolongs the loneliness and the lonely 
persons feeling of despair. It has been observed by Anderson, Horowitz and 
French (1983) that the people who believe their loneliness is the result of 
internal, stable causes tend to feel depressed and helpless and remain stuck in 
their misery, whereas people who believe their loneliness is due to 
controllable, temporary causes whether internal or external, are more likel> to 
fight back, to make new friends, to change themselves or their circumstances. 
In view of these findings it is logical to assume that lonely persons who differ 
with respect to their beliefs about the causes of their loneliness may also differ 
with respect to their academic performance. More specifically, it is assumed 
that the people who are high on loneliness scale are expected to show poorer 
academic performance as compared to those individuals who are low on 
loneliness scale. 
Another consideration that motivated the author to undertake the present 
investigation is the fact that there is substantial body of evidence showing 
impact of neuroticism on several aspects of behaviour. The characteristics of 
this personality variable strongly suggest that neuroticism is likely to affect 
academic performance. 
NEUROTICISM 
Neuroticism is a cognitive-affective trait or a negative expression of 
personality. Neuroticism, or negative affectivity, is one of a small set of global 
traits that reflect one's general approach to life and summarize the tendencies 
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of individuals (Denollet, 1993). The personality dimension of Neuroticism 
reflects the tendency to experience emotional distress and the inability to cope 
effectively with stress. Highly neurotic people are extremely tense, anxious, 
insecure, suspecting, jealous, emotionally unstable, hostile and vulnerable 
(Maddi, 1980). 
Personality Psychologists currently use the term Neuroticism or 
negative affectivity to refer to a stable and heritable personality trait that 
involves a temperamental sensitivity to negative stimuli (Tellegen, 1985). That 
is people who are high on this trait are prone to experiencing a broad range of 
negative moods including not only sadness, but also anxiety, guilt and hostility. 
Clark and Livesly (1994) also concluded that positive affectivity involves a 
disposition to feel joyful, energetic, bold, proud, enthusiastic and confident; 
people low on this disposition tend to feel unenthusiastic, unenergetic, dull, tlat 
and bored. Neuroticism as a personality trait has been shown to include facets 
of anxiety, anger, hostility, depression, self-consciousness, impulsiveness and 
vulnerability (Costa and Widiger, 1994). 
Neuroticism is generally conceived as emotional instability. Traits of 
neuroticism include being calm or anxious, composed or excited, poised or 
nervous. Neurotic individuals are generally complainers and defeatists. While 
analyzing the personality characteristics of neurotic individuals, Conley (1984) 
and McCrae and Costa, (1984) observed that these persons complain about 
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different things at different ages and are always ready to see the sour side of 
life and none of its sweetness. 
Neuroticism is also referred as negative affectivity. Since it has been 
demonstrated that emotions tend to occur in cluster i.e. a person who feels one 
negative emotion tends also to feel others, it is, therefore, expected that the trait 
negative affectivity (NA) describes a person's tendency to feel anger, scorn. 
guilt, anxiety, sadness and other negative moods (Watson and Clark, 1984). 
Watson and Pennebaker (1989) have demonstrated that high NA people 
frequently feel worried and tense even in the absence of objective problems. 
They further found that high NA people as compared to low NA people 
complain more about their health and report more physical symptoms even in 
the absence of health problems 
NEUROTICISM VERSES ACADEMIC PERFORMANCE 
In view of such characteristics of neurotic persons, investigators 
directed their attention towards academic performance of such individuals. 
Numerous researches assumed that low NA students are likely to show better 
academic performance as compared to high NA students. A large number of 
studies were carried out to test this assumption. The findings obtained by 
various researchers are quit conflicting. For instance Furneaux (1956), Lynn 
(1959), Biggs (1959) Goh and Moore (1978) and Savage (1972) obtained 
positive correlation between neuroticism and academic performance, whereas 
Sarnoff et al., (1959) and Bending (1960) found no association between 
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neuroticism and academic achievement. Moreover, McCandles and 
Castaneda (1956) and Savage (1962) found negative correlation between 
neuroticism and academic performance. Whereas, Walsh and Walsh (1978) 
found a curvilinear relationship between neuroticism and academic 
performance. 
Most recently, Svanum and Zody (2001) predicted that anxiety would 
be negatively correlated with academic achievement, but were surprised to find 
that students with some type of anxiety disorders actually had high GPAs. 
McKenzie, Gow and Schweitzer (2004) contended that a student's level of 
neuroticism or emotional instability does not directly affect grades and 
academic performance. Instead their study found previous academic 
performance, displaying high levels of conscientiousness, an internal locus of 
control, and valuing the task to be the most important predictors of learning 
strategies used by college students. Consequently, having motivation, the skill 
to perform, and the willpower to succeed are all essentials for students to 
achieve high academic success. 
Vidhu (1968) conducted a study to find out the relationship between the 
two factors. The sample consisted of 300 students, proficient in English as well 
as in Hindi, studying in classes, eight to tenth. The group of students was 
divided into three subgroups, each consisting of 50 boys and 50 girls. The JPl 
for the first group and the MPI for the second and third group were employed 
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to measure personality variable. The investigation reveals that the relationship 
between neuroticism and educational attainment and vocabulary were negative. 
Basu (1970) hypothesized that the higher the academic success of the 
students, the lower the neuroticism scores. A sample from secondary school 
students in Bengal was selected for the study. The Moudeslay Personality 
Inventory and results obtained were employed to measure the variables. The 
study reveals that there was a correlation -.9 between neuroticism scores for 
each group and academic success. 
The studies reviewed above have obtained a negative but significant 
relationship between neuroticism and academic achievement. On the other 
hand Upmanya (1974) obtained a positive relationship between neuroticism 
and academic achievement. However, the obtained co-efficient of correlation 
was .11 which is too low to be of any significance. The low correlation is 
attributed to the curvilinear relationship between the two variables. The present 
study is designed to resolve these conflicting findings. 
Another important variable, which though extensively investigated, is 
locus of control. It is one of the most powerful personality traits, which 
influence widest range of behavioural patterns including physical and 
psychological health. Thus, one of the most important considerations that 
motivated the present researcher to carry out this investigation is to see how 
locus of control affects academic performance. 
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LOCUS OF CONTROL 
Do we feel that a college is a bore? Was that poor marks last semester 
because the instructor disliked me? Are our good marks this semester due to 
luck? If answered, "Yes" to these questions, we may be an "external"', that is 
we believe that we have little control over the outcomes of our actions-the 
locus of control is outside us. If answered "No", we may be an "internal" that 
is, we believe that we can control what happens to us-the locus of control is 
within us. 
A concept first developed by Phares (1957) relating to beliefs about 
internal verses external control of reinforcement. It is assumed that individuals 
develop a general expectancy regarding their ability to control their lives. 
People who believe that the events that occur in their lives are due to their 
efforts and personality characteristics are said to have an "expectancy of 
internal control", while people who believe events in their lives to be a 
function of luck, chance, fate, powerful others are said to have an "expectancy 
of external locus of control". Various questionnaires have been devised to 
measure this belief system, of which the best known are the Rotter (1966) 1-E 
Scale, the Levenson (1974) IPC Scale, and the Collins (1974) scale Each of 
these has been criticized on psychometric grounds. The concept has been 
widely used and applied in cross cultural studies, studies on health beliets and 
behaviour, investigations of mental illness and many other areas of research. 
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According to Rotter (1966, 1971) and Phares (1973), if individuals 
believe that behaviour is rewarded not because of skill but because of luck, 
they believe in the external control of their actions. If they believe that their 
behaviour deserves success or reward, they believe in the internal control of 
their actions. Phares (1973) states that internal-external (IE) control of 
reinforcement is a generalized expectancy that refers to the way that 
individuals see the connection between their behaviour and occurrence of 
reward or punishment. People are neither all internal, nor all external, but more 
or less internal. 
Internal seems to have more self-confidence and self control, work 
better with others, and have better mental health. Phares (1973) noted that 
internals are more energetic in their efforts to control the environment. For 
example, internal tuberculosis patients sought more information about their 
condition, asked more questions, and were more cooperative than externals. 
Even in prison internal knew more about the working of the institution and 
parole. More internals than externals stopped smoking after the surgeon's 
general report and did not begin again. 
THE FAMILY AND LOCUS OF CONTROL 
Investigations of the roots of I-E have concentrated upon social and 
family origins. Considerable evidence suggests that lower-class children are 
external, while children from very affluent educated background are internal. 
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Phares (1973) believes that this is only logical since lower-class 
individual have little access to power and good material goals and have limited 
social mobility. Rotter (1971) found that middle class blacks were only 
slightly more external than middle class whites, but lower class blacks were 
significantly more external than similar whites. 
The family also strongly influences the I-E continuum. Parental 
acceptance, encouragement, and support are associated with internals; hostility 
and rejection produce more externals. Inconsistent parental behaviour, that is, 
uncertainty about appropriate child behaviour, also was linked to externals; 
internal children saw their parents as more consistent in their expectations. 
Internals and externals seem to have experienced different child rearing 
patterns: internals have parents who encouraged independence; externals have 
parents who foster dependency, hostility and aggression. 
Locus of control is an important personality variable with signiticant 
educational implications. If internal persons are more efficient and better 
adjusted, and then internal is a condition to cultivate. Results from Coleman 
Report (1966) showed that among disadvantaged children in the sixth, ninth, 
and twelfth grades those with high scores on achievement tests were more 
internal than children with lower scores. Phares (1973) states that students 
learn less when they believe they do not control the occurrence of 
reinforcement. They do not use past experiences to solve present problems. 
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Consequently, parents and teachers should help youngster to become more 
internal; however, specific effective techniques are still unknown. 
INTERNAL VERSES EXTERNAL CONTROL 
Rotter's (1966) locus of control concept implies that people- adult and 
children-develop expectancy about the reinforcement of their behaviour. 
Internal believe that their behaviour generates reinforcement; externals believe 
that reinforcement occurs, because of luck or fate. An internal locus of control 
is usually thought to be desirable because of the personality trait associated 
with intemality: lack of anxiety, tolerance, self-confidence, independence, and 
achievement. Rotter (1966) state that internals are more alert to environmental 
information and more desirous of avoiding failure; externals are supposedly 
anxious, suspicious, passive, and poor achievers. 
From this description intemality would seem to be the desired state and 
schools have begin to initiate programs to foster (to make healthy) intemality. 
While there have been such efforts, cautious criticism suggests externality may 
not be all bad. It may actually be a realistic way of coping with hostile 
environment. Rotter (1966) noted that intemals sometime overestimate their 
control, which may produce problems, such as a loss of a sense of 
psychological security. 
Intemality, nevertheless, seems to be the more positive condition, 
especially in schooling. Studies such as Ulrey's (1974) showed that improving 
intemality also improves academic work. The author employed a ropes-course 
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technique (teaching youngster's self-sufficiency through camping experiences) 
that resulted in increased intemality that transferred to the classroom. 
Some research is (McCombs, 1991) suggest that what underlies the 
internal locus of control is the concept of "self as agent". This means that our 
thoughts control our actions and that when we realize this executive function of 
thinking we can positively affect our beliefs, motivation, and academic 
performance. "The self as a agent can consciously or unconsciously direct, 
select, and regulate the use of all knowledge structure and intellectual 
processes in support of personal goals, intentions, and choices". McCombs 
(1991) asserts that "the degree to which one chooses to be self-determining is a 
function of one's realization of the source of agency and personal control"'. In 
other word, we can say to ourselves, I choose to direct my thoughts and 
energies toward accomplishment. I choose not to be daunted by my anxieties 
or feeling of inadequacy. 
There is a fairly considerable literature on the relation between anxiety 
and academic performance which is of interest to us because anxiety and 
neuroticism are highly correlated. Anxiety is a diffused irrational fear; it is not 
directed to an appropriate target and not controlled by self-insight, spreads 
through out of the life and strain the individual social relationship. It puts the 
individual on alert and predisposes him to see other person or group as 
menacing. There is substantial amount of evidences to suggest that 
development of such irrational fear depends on how the individual vnteq i^rets 
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his experiences and how he interprets the causes of his experiences. If the 
individual perceives the events, whether positive or negative, as being a 
consequence of his own actions and which are under his personal control then 
he is not likely to develop irrational fear or anxiety. If a person, on the other 
hand perceives positive or negative events as being unrelated to his own 
behaviour rather attributes the vicissitudes of existence of fate, luck, behaviour 
of others or environmental factors, he is more likely to develop irrational fear 
or anxiety. 
The first types of individuals are known as "internally oriented" 
individuals while the later types of individuals are considered as "externally 
oriented" individuals. Thus, it is highly logical to assume that internals and 
externals may differ with respect to academic performance; the former may 
show superiority over the later. 
EDUCATIONAL ATTAINMENT AND LOCUS OF CONTROL 
Locus of control of reinforcement refers to an individual's perception of 
reinforcement contingencies. The more a person sees a connection between his 
own behaviour and what happens to him the more "internal" he is considered. 
Conversely, the more he does not perceive connections between his 
reinforcement and his actions but sees the consequences as luck, chance or the 
influence of others, the more external he is considered. Organizing in Rotter's 
social learning theory (1966) locus of control orientation has been found to be 
related to an impressive array of significant behaviour ranging from academic 
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achievement to psychological adjustment. While there are multiple 
dimensional measure of locus of control available. The most popular measure 
for both children and adults provide a single global score. 
Recent work has focused on antecedents of, and changing of, locus of 
control as well as on devising procedure that take advantage of the differences 
in information processing associated with internal and external orientations. 
For example, schools curricula have been designed to be consistent with 
children's locus of control orientation, with resultant increases in academic 
achievement and liking for schools. 
Weiner, Russell and Lerman (1978, 1979) undertook a series of 
studies in which they cited the occasions when student had succeeded or failed 
on an examination for a particular reason such as help from others, luck, and 
lack of effort. 
These researchers found that the student's emotions are more closely 
associated with their interpretations of their experiences rather than with the 
outcome of examination. Thus, Weiner, Russell and Lerman (1978, 1979) 
observed that those who believed they did well because of their own efforts 
and abilities tended to feel proud, competent and satisfied whereas those who 
blamed others for their failures tended to feel angry, surprised, hostile or 
alarmed. 
Moreover these researchers also found that those who believed they did 
well because of lucky fluke or chance tended to feel gratitude, surprise or guilt 
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and those who beheve their failure were their own fault tended to feel regret, 
guilt and resignation. These findings portrays clear picture of the 
characteristics behavioural patterns of internally oriented and externally 
oriented individuals. 
More specifically these findings make it crystal clear how internally and 
externally oriented persons interpret their experiences. The emotional 
reactions of these two types of individuals and their way of interpretations of 
the experiences, lead us to assume externally oriented individuals are more 
anxious, hostile, prone to dependence than internally oriented individuals. Such 
characteristics, lead us to assume that externally oriented individuals are likely 
to show poorer academic performance than internally oriented individuals. The 
present study is designed to test these assumptions. 
OBJECTIVES OF THE STUDY 
1. It is assumed that the people who are high on Loneliness Scale are 
expected to show poorer academic performance as compared to those 
individuals who are low on Loneliness Scale. One objective of the 
present study is to test this assumption since no study has been under 
taken till date. 
2. Another consideration that motivated the present author to undenake 
this proposed research is the existence of substantial body of evidence, 
though conflicting, demonstrating relationship between Neuroticism and 
academic performance. The findings obtained by various researchers are 
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quit conflicting. The present study is an attempt to resolve this 
important controversy. 
3. The emotional reactions of these tv^o types of individuals (i.e. internally 
oriented and externally oriented) and their way of interpretation of the 
experiences, lead us to assume externally oriented individuals are more 
anxious, hostile and prone to dependence than internally oriented 
individuals. Such characteristics, in turn, lead us to assume that 
externally oriented individuals are more likely to show poorer academic 
performance than internally oriented individuals. Another objective of 
the present study is to test this assumption. 
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Chapter 2 
REVIEW OF LITERATURE 
As mentioned in the proceeding chapter, the present study was 
undertaken to explore the influence of loneliness, neuroticism, and locus of 
control on academic performance. In this chapter we will review those studies 
that bear directly or indirectly to the present problem of investigation. Hence 
this chapter is divided into four sections. Section I reviews those studies that 
demonstrate relationship between academic performance and miscellaneous 
variables. Section II is devoted to those studies that show direct or indirect 
impact of loneliness on academic performance. Section III deals with the 
review of such investigations that have explored the role of neuroticism in 
various aspects of behaviour and finally the last section (i.e. Section IV) of this 
chapter reviews those studies that have attempted to demonstrate how locus of 
control influences various dimensions of behaviour including academic 
achievement. The exhaustive review of all studies provided a fertile ground tor 
the rationale of the present investigation. Thus last part of the study highlights 
the rationale of present study. 
SECTION I 
Academic Performance and Miscellaneous Variables 
A large number of studies have been conducted to find out various 
factors, which influence academic performance, but the findings of many of 
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these studies are divergent. Nevertheless, they have revealed new facts with 
regard to the academic performance of the students. 
It will be a Herculean task to report each study individually. It would 
not only occupy more space than the present study itself, but also less 
rewarding. Hence, some important factors, which have emerged out of 
numerous studies, will be reported here. All the studies, which support or 
discard a particular factor, will be discussed under that factor. Though there are 
numerous more factors, which have been reported by researchers, yet only 
those factors have been taken up which have come out in a large number of 
studies, except where the studies are limited and their neglect might tell on the 
present study. 
Jamaur's (1961) investigation was carried out on the Indian setting in 
which he attempted to observe the relationship between some personality 
variables and academic achievement, and tried to find out whether personality 
factors affected achievement independently of intelligence. His general 
conclusion was that achievement depends on personality adjustment of pupils. 
Among the different dimensions of adjustment; home, emotional, and social 
adjustment played a vital role. Introversion also seemed to be positively related 
to academic achievement. Personality adjustment and introversion were 
observed to be influencing academic achievement independently of 
intelligence. 
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Brant and Wendy (1992) in a research suggested that peer-related 
communication skills and experiences may facilitate academic achievement, 
especially in the college environment. However, there was substantial evidence 
that men and women differed in peer-related interaction skills and patterns, 
suggesting that there may be gender differences in the relationship between 
academic performance and interaction with peers. Thus far, only one study has 
systematically examined this gender difference: that of Nezlek, Wheeler, and 
Rets. In their 1990 work, they reported data that they interpreted as supporting 
the existence of gender differences in the relationship between the scholastic 
performance of college students and aspects of their social interactions. 
Reanalysis of their data showed that there were no gender differences in the 
relationship between academic achievement and social participation. 1 hey also 
reported a study assessing gender differences in relationships between 
academic performance and loneliness, communication skills, and social 
acceptance. Participants (208 college students) completed the revised LCLA 
loneliness scale, tasks assessing five communication skills, and socio-metric 
measures providing multiple indices of social acceptance. Cumulative grade 
point averages (GPAs) were obtained from the university registrar. Although 
several significant associations were detected between CPA and the loneliness 
and communication skill measures, no gender differences in the associations 
were found. The results were discussed in terms of relationships between the 
orientations that students exhibit toward peers and their studies. 
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Chemes, et al., (2001) in a longitudinal study, of 1*' year university 
students' adjustment, examined the effects of academic self-efficacy and 
optimism on students' academic performance, stress, health, and commitment 
to remain in the school. Predictor variables (high school grade point average, 
academic self efficacy and optimism) and moderator variables (Academic 
expectations and self perceived coping ability) were measured at the end of the 
first academic quarter and were related to classroom performance, personal 
adjustment, stress and health, measured at the end of the school year 
Academic self-efficacy and optimism strongly related to performance and 
adjustment, and both directly on academic performance and indirectly through 
expectations and coping perceptions (challenge- threat evaluation! on 
classroom performance, stress, health, and overall satisfaction and commitment 
to remain in school. Observed relationships corresponded closely t(> the 
hypothesized model. 
Yip, et al., (2002) used a revised version of the Learning Study Strategy 
Inventory to examine the relation of study strategy with academic performance 
of 100 Hong Kong University students. Analysis indicated the high academic 
achieving group differed significantly from the low academic achieving group 
in terms of intrinsic disposition factors of motivation, scheduling, 
concentration, and selecting main ideas. 
Aremu (2004) in a study investigated the psychological and 
sociological determinants of academic achievement of school going 
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adolescents. Six self-report measures were administered randomly to 280 
senior secondary students in Ibadan. Results showed the six psychological and 
sociological factors (motivation, anxiety and locus of control, self-esteem, 
parents' education, parental discipline, culture, and governance) could jointly 
determine academic achievement of adolescents. Specifically motivation, 
anxiety, parents' discipline, and governance were found to be significant in 
determining academic achievement among adolescents. 
El-Anzi (2005) in a study examined the relationship between academic 
achievement and such variables as anxiety, self-esteem, optimism, and 
pessimism. The sample consisted of 400 Male and Female students in the 
Basic Education College in Kuwait. The salient findings of the investigation 
were the significant positive correlation between academic achievement and 
both optimism and self-esteem, whereas the correlation was negative between 
academic achievement and both anxiety and pessimism. 
Casanova, et al., (2005) in their study compared the distribution of 
parental educational style and the scores reported both by parents and students 
for various family characteristics (acceptance control, involvement and 
expectations) and socio-demographic factors (socio-economic status, family 
structure, number of children and order of birth of the children) in a group of 
adolescents with normal achievement (n =205). Likewise, It was examined 
which variable best predict academic achievement in the two groups among 
adolescents. The results indicated differences in the distribution of parental 
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styles in the two groups for the majority of the variables analysed. They also 
observed a differential pattern in the prediction of the academic success. In the 
group of adolescents with normal academic achievement, socio-demographic 
variable better predicts achievement for students than with low achievement. 
Moreover, family variables play a more important role in predictmg 
achievement. 
Marjoribanks (2005) examined the relations among the family 
background, adolescents' academic achievement, aspirations, and young 
adults' educational attainment. Data were analysed from the longitudinal 
surveys of Australian youth (4, 500 men, 4,804 women; mean age = 20.1 year, 
SD = 0.4). Multiple regression analysis indicated that, while family 
background and academic achievement measures had median associations with 
attainment, adolescents' educational aspirations made a large contribution to 
explain differences in young adults' educational attainment. 
Chamorro- Premuzic and Furnham (2003), Investigated the extent to 
which personality traits predict academic performance. British University 
Students (N = 247) completed the NEO-PI-R (Costa and Mc Crae, 1992) 
Personality Inventory at the beginning of their course and took several written 
examination throughout their three year degree. Personality Super Traits 
(especially conscientiousness positively, and Extraversion and Neuroticism 
negatively) were significantly correlated with examination grades and were 
found to account for around 15% of variance. Primary traits were also 
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examined and result showed significant correlation between a small number of 
these traits (notably dutifulness and achievement striving positively, and 
anxiety and activity negatively) and academic achievement. Furthermore, 
selected primary personality traits (i.e. achievement striving, self disciplme, 
and activity) were found to explain almost 30% of the variance in academic 
examination performance. It is argued that personality inventory results may 
represent an important contribution to the prediction of success and failure in 
university (Particularly in highly selective and competitive settings). 
Somaratne and Weeraktoon (2005) in their study try to trace the 
relationship/s between educational qualification at the entrance of B.Sc 
undergraduate Student and their performance. The students of the Faculty of 
Natural sciences of the Open University of Sri Lanka (OUSL) were taken as a 
target population for this study. Considering the results of previous studies, a 
sample of students who graduated from 1998 to 2001 was selected. The 
educational qualifications at the enrolment and undergraduate performance 
profiles of selected sample were taken from the student's personal records and 
data were scored and analyzed. 
The results of this study indicated that the score as well as the age of the 
student at entry to OUSL vary widely and show a clear relationship to 
academic performance. The younger students indicate higher performances 
because they entered the OUSL immediately or shortly after leaving school 
and their current knowledge in the relevant subjects that may facilitate their 
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undergraduate studies. In addition, they tend to keep close contact with their 
peer than the older, married, and employed students. According to the findings, 
there is no discernible difference performance of students who followed 
foundation courses and those having only three passes in A/L. However, the 
students who possessed additional education qualification performed more or 
less equally as students with good A/L grades, but not extremely well as was 
expected. 
This study suggests, in general, hard working, above average 
intelligence and motivation in learning, and the two factors: age and scores at 
the entry play major roles in creating the disparity in the product of 
undergraduate learning in distance mode. Previous exposure to open leammg 
methodology or the possession of additional qualification does not exert a 
considerable influence on academic performance in distant studies. The early 
exposure to OUSL methodology or additional qualification at entry seems to 
be contributing less to the performance. 
Silliker and Jeffery (1997) investigated whether extracurricular activity 
participation enhances the academic performance of high school students. 
Participants were 123 high school students who participated in interscholastic 
soccer. Data show participants had significantly higher GPAs in-season vs. 
out-of-season. 
"A study by the U.S. Department of Education revealed that student 
who participate in co-curricular activities are three times more likely to have a 
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grade point average of 3.0 or better" than the students who do not participate in 
co-curricular activities (Stephens and Schaben, 2002,Para.4). In addition to 
co-curricular activities or extracurricular activities, "analyses revealed that 
regardless of students' background and poor achievement, various parenting, 
volunteering, and home learning activities positively influenced students 
grades" (Simon, 2001, para.l). Numerous studies have examined the factors 
influencing students' extracurricular activities and many activities were found 
to have a significant influence. 
Broh (2002) found "Total Extracurricular Activity Participation (TEAP) 
or participation in extracurricular activities in general, is associated with an 
improved grade point average, higher educational aspirations, increased 
college attendance, and reduced absenteeism". Guest and Schneider (2003), 
in looking at the previous research on this subject said, "Researchers have 
found positive association between extracurricular participation and academic 
achievement" (Para 2). 
Varying amounts of television viewing have different effects on 
academic performance. "Researchers have stated that a negative relationship 
does not begin to manifest itself until a child exceeds a 10 or more hour per 
week threshold, with the strongest negative relationship observed for 30 or 
more hours of viewing" (Thompson & Austin, 2003, p. 195). One studv 
actually showed that "television viewing has a positive impact up to a certain 
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amount and a negative impact after a point of saturation" (Thompson & 
Austin, 2003, p. 195). 
Although the amount of time a student watches television each week has 
an impact, so does the quality and type of programming he or she is reviewing. 
If students watch highly informational programs, such as news programs and 
documentaries, they have a greater opportunity to increase in knowledge and 
learn. Alternatively, if they watch mostly low informational programs, such as 
fast-action shows, cartoons, or music videos, "an opportunity for a detrimental 
academic impact is increased" (Thompson & Austin, 2003, p. 197). 
Most research found a negative relationship between television viewmg 
and academic performance; however, there are some instances where television 
may actually have a positive effect. These instances are few and far between; 
the most common theory is that there is a negative relationship between the 
two. 
The presence or absence of these "ideal" parent-Child relations can 
make a big difference in students' work in school. Studies of parent-child 
relations-whether reported by parents or child or observed, show that the 
supporting, approving, encouraging, understanding parents foster achievement. 
The parents of the underachieving students are relatively more often restrictive 
or neglectful in guidance, harsh or indifferent in discipline, and either •baby" 
or "push" their children excessively in learning. 
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In a study of 30 poor readers ranging in age from 7 to 13 and in IQ 
from 91 to 140, Missildine (1946) reported a variety of unhealthy parent-child 
relationship of these underachieving children, the mothers of 10 were 
characterized as "tense, coercive, and perfectionist in demands." They gave 
them too little support, guidance, and love. Among the remaining 10 children, 
4 had problem of sibling, rivalry over a new baby, 2 were overindulged until 
they entered school and then were neglected; 2 were overprotected; and 1 child 
was disturbed in transferring to a new school. Although all these maladjusted 
children were intellectually inefficient, they reacted differently to then-
unhappy family relationships. "Some assumed a restless, indifferent, happy go 
lucky pose others felt crushed, unhappy, and inadequate." 
In a study of high and underachieving bright high school students, 
Pierce and Bowman (1960) found significant differences in the parents' 
attitudes. Those of the high achievers, themselves better educated, held higher 
aspiration for their children, encouraged their achievement more, believed 
themselves more responsible, and engaged more often in such intellectual 
pursuits as science and music than those of the underachievers. Morrow and 
Wilson (1961) found differences between high-low achieving high school 
students in the encouragement and discipline they felt their parents gave them. 
The achievers experienced more parental approval trust, and encouragement. 
They felt that there was better family morale, more sharing of ideas, and 
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greater confidence in them. The underachievers felt that discipline was more 
strict and harsh. 
A large number of variables included in the background factors, are 
parental education and occupation, family income, size of the family and 
education, income and occupation of different members of the family. It also 
includes the caste and sex of student. These variables were found to influence 
academic performance. Thus studies have tried to locate relationship between 
these variables and academic performance. Some important studies in this area 
are being quoted below. 
Watson (1965) and Roberts (1962) have found that the parents of high 
achievers had higher formal education than those of low achievers. Dugan 
(1952) found that the students with low academic achievement lacked in 
educational tradition. But contrary to it, Lacivita (1966) in a study of 
acquisition of grammar in 2"^ *, 4* and 6"^  grade children found that there was 
no significant difference between the children having linguistic advantage due 
to better socio-economic status of the family and those from lower socio-
economic group. 
Pillai (1970) has found that the family income has a positive 
relationship with academic performance. Chopra (1967) has reported the 
parental occupation is positively related to the academic achievement of 
standards. Austin (1964), Benur (1967) and Patil (1966) also found that 
socio-economic status is positively related to the academic performance, but 
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contrary to it Kenneth (1967) has found that socio-economic status is act a 
significant factor in determining academic achievement. Joshi (1974) has 
found that socio-economic status of the students from high achieving schools 
was significantly higher than that of the low achieving schools. 
Roberts (1962) reported that in his study he found that the fathers of 
high achievers were engaged in high ranking professions. Pathak (1971) has 
also found that high achievers tend to come from higher occupational 
categories. Roberts (1962) has reported that family size, home duties 
performed and home adjustments do have influence on academic performance. 
Ashbury (1974) has found after studying 1773 sixth graders that the 
middle socio-economic group contributed a large number of both under-
achievers and over-achievers. He also found that the ratio of males to female 
under achievers was 2:1, but the converse was true in the case of over-
achievers, Ashbury (1974) has reported Tiegland (1966) who found the ratio 
between the male and female under-achievers was 3:1. 
Joshi (1974) has found that low achievement of students at the 
secondary examination was due to both the non-academic atmosphere at home 
and poor economic condition of the parents. Despite the fact that the socio-
economic status plays an important role in contributing to academic 
performance, it can not be categorically concluded that high socio-economic 
status invariably tend to produce high academic performance since studies 
contrary to it are equally significant. But most of the studies reveal a high 
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positive correlation between socio-economic status and academic performance 
and some studies also reveal high positive coefficient of correlation between 
intelligence and socio-economic status. 
McLean (1997) conducted a study using a sample of 69 high achieving 
matriculation students and 55 low achieving General Diploma students from 4 
high schools in North Western Alberta. The School Attitude Measure was used 
to gain basic information about several dimensions of students' attitude 
towards school and to gain significant data concerning the relationship between 
students' attitude and school performance. Findings from the study showed the 
significant attitudinal differences between high and low achieving students on 
all 5 attitudinal factors comprising the research instrument. As well, 2 variables 
Locus of Control and reference-based academic self concept, accounted for 
most of the difference between the upper-or lower-achieving groups. 
Lundgren, Sampson and Gaboon (1998) used a symbolic interactinist 
viewpoint to examine similarities and differences between the sexes in 
response to evaluative feedback about academic performance. 117 male and 
123 female undergraduate's affective reactions and tendencies to accept high 
and low course grades were composed. Women and men were similar in 
assimilation of positive feedback and rejection of negative feedback. Only 
women showed significant relationship of scores on self-esteem with positive 
affective responses and rated acceptance of positive feedback. 
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Drew and Watkins (1998) investigated the interrelationship of 
affective variables, learning approaches, and academic achievement. It was 
hypothesized that academic causal attributions and academic self concepts 
affect the learning approaches the students adopt and subsequently influence 
achievement outcomes. Ss were 162 male female Hong Kong Chmese 
University students enrolled in 1^ ' year full-time nursing, radiography and 
language and communication courses. Measures of academic causal 
attributions, academic self concepts, learning approaches, and academic 
achievement were obtained. Structural equation modeling techniques were 
used to test the relationship among the variables. It was shown thai, as 
predicted, both academic casual attributions and academic self concept 
influenced academic achievement indirectly via students' learning approaches. 
Locus of Control was significantly and negatively related to the surface 
approach to studying while academic self-concept had a positive significant 
influence on the deep approach. Both the surface and the deep approaches to 
studying showed significant direct effect on academic achievement. 
Landine and Stewart (1998) examined the relationship between meta-
cognition and certain personality variables and role they play in the academic 
achievement. Measures of meta-cognition. Motivation, Locus of Control, and 
Self-efficacy were used. These measures were administered to a sample of ' 08 
Grade 12"' Students in New Brunswick and Newfoundland. The results 
indicated significant positive relationship between meta-cognition, Motivation. 
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Locus of Control, Self-efficacy, and Academic average. It was concluded that 
meta-cognition and these personality variables are related to academic 
achievement. 
Social Comparison Theory has linked improved performance to both the 
tendency to compare with others who are performing well and the tendency to 
view the self as better than others. These two tendencies are assumed to be 
opposite to each other. However, the results of longitudinal study of 876 
students in their first year of secondary education by Blanton; Bunk; Gibbons 
and Kuyper (1999) indicated that both variables independently predicted 
improved academic performance and that these two tendencies did not conflict. 
Georgiou (1999) investigated the role of parental attributions as 
predictors of parental involvement in their child's educational process and 
examined the influence of both of these factors on the child's actual school 
achievement. The parents of 473 sixth grade students in 22 public elementary 
schools in Cyprus participated in the study. Data were also collected from the 
students and their teachers. It was found that the child's actual school 
achievement was directly related to the parental interest-developing behaviour, 
but it was not significantly related to the parental controlling behaviour. A line 
of influence existed between parental attribution style, the type and the degree 
of parental involvement and the child's actual academic achievement. 
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Gerardi (2005) advocated that academic self-concept, rather than the 
traditional cognitive skills was significant predictor of academic performance 
among minority and low income students in an urban technical college. 
Lan (2005) in his threefold dissertation found that Socio-Economic 
Status has a significant and positive effect on nurturant parenting and on 
adolescents' academic achievement, which in turn, affect adolescent self-
esteem. MANOVA results showed a gender effect for academic achievement 
and a grade effect of parental education on adolescents' academic achievement. 
Jeynes (2005) using the 1992 NELS data set, assessed the effects of 
three aspects of parental involvement and family structure on the academic 
achievement of those children. It was found that family structure and two of 
the three aspects of parental involvement were associated with higher 
adolescent academic achievement, when gender, race, and socio-economic 
status are controlled. Family structure was the single greatest predictor of 
academic achievement and the extents to which parents discussed school issues 
and attended school function also had a positive impact on adolescents" 
academic achievement. 
Stewart (2006) found that several of the family influence vanables 
directly or indirectly affected 12* grade academic achievement. Furthennore, 
most of the individual influence variables were directly related to 12"' grade 
achievement. A surprising finding from this study was the non-significant 
effect of family income on 12'*' grade achievement. Overall the findings 
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supported the notion that family and individual-level characteristics are 
important predictors of academic success among African American students. 
Abd-El-Fattah (2006) in a study revealed that students' perception of 
parental involvement factors was the most important predictor of academic 
achievement, followed by parents' education, and family school 
disengagement. Students' perception of at-school parental involvement and 
parents' education had an indirect effect on academic achievement through 
their effect on school disengagement. Parents' education was the most 
important predictor of school disengagement. There was a reciprocal 
relationship between academic achievement and school disengagement. 
Ribadu (2006) examined the influence of family cohesion, family 
adaptability, self-image, and locus of control on two measures of academic 
achievement among male and female adolescents. Using a self-administered 
questionnaire, data were gathered from a convenient sample of 230 students 
from five high schools in San Bernardino County in Southern California. 
Family cohesion, family adaptability, self-image and locus of control were 
significant predictors of both measures of academic achievement. Also, family 
cohesion and family adaptability was weightier predictor of GPA more so than 
self-image and locus of control suggesting the importance of family to 
academic achievement among adolescents. 
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SECTION II 
ACADEMIC PERFORMANCE AND LONELINESS 
Loneliness is a very important personality trait. According to Weiss 
(1973), there are two sources of loneliness, first is "emotional isolation" and 
the other one is "social isolation". If either type of isolation lasts too long, 
lonely people, may sink into a self-critical depression (Peplau, Russell and 
Heim, 1979). Feelings of loneliness cannot be understood by studying actual 
isolation. Certain events of life such as the break up of a dating relationship, or 
a marriage, widowhood, moving away from home, loosing a job, quarreling 
frequently with family and friends may set the stage for loneliness 
(Rubenstein and Shaver, 1982). It is interesting to note that loneliness 
depends on how a person interprets and react to these events overtime. Peplau 
and Perlman (1982) and Weiner (1985) have identified three styles of 
thinking that are related to prolonged loneliness and unhappiness. 
Anderson, Horowitz and French (1983) observed that people who 
believe their loneliness is the result of internal, stable cause tend to feel 
depressed and helpless and remain stuck in their misery, whereas people who 
believe their loneliness is due to controllable, temporary causes whether 
internal or external, are more likely to fight back, to make new friends, to 
change themselves or their circumstances. In view of these findmgs it is 
assumed that lonely persons who differ with respect to their beliefs about the 
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causes of their loneliness may also differ with respect to their academic 
performance. 
More specifically, it is assumed that the people who are high on 
loneliness scale are expected to show poorer academic performance as 
compared to those individuals who are low on loneliness scale. 
Deppe (1987) in his research investigated the relationship between 
gender and academic achievement levels and the variables of lonelmess and 
self-esteem in college students. The sample consisted of 252 college students 
in a large Southwestern University. Subjects were administered the Revised 
UCLA Loneliness Scale, the Index of Self-Esteem, and a demographic 
information sheet. Deppe (1987) used a two-by-three multivariate analysis of 
variance to analyze the data. Gender and academic achievement levels were the 
fixed, categorical, independent variables. The dependent variables of loneliness 
and self-esteem were tested for significance in males and females across three 
levels of academic achievement: high (4.00-2.96), medium (2.95-2.13), and 
low (2.12-1.00). 
Examination of the data indicated that a significant construct was 
formed between the combined variables with each of the independent 
variables. Gender and academic achievement level had a significant 
relationship to self-esteem, while singularly; loneliness was not affected by 
gender or academic achievement level. Conclusions of the study were that 
males were expected by society in general to achieve at a higher rate than 
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females, and that loneliness has no boundaries of generation, race, culture, or 
gender. 
Demir and Tarhan (2001) in a study investigated the relationship of 
socio-metric status, gender, and academic achievement to loneliness levels 
among Turkish adolescents. Participants were 370 secondary school students. 
Results revealed that socio-metric status was significantly related to loneliness 
and social dissatisfaction as a function of peer relations. Members of the 
rejected group reported significantly higher levels of loneliness and social 
dissatisfaction than did members of the controversial, popular and neglected 
groups; the controversial group was also significantly different from the 
popular group in loneliness levels. No significant gender difference were 
found, results also revealed a significant negative relationship between 
achievement scores and loneliness including that as the level of loneliness 
increased, academic achievement decreased. 
Ying (2003) in a study examined the academic performance and quality 
of overseas study in a group of 155 Taiwanese graduate students at 
approximately one year after arriving in the United States. The international 
students' academic performance was significantly predicted by better English 
writing skills and pursuits of an Engineering degree, while the quality of their 
overseas study was predicted by more relationship with Americans, tewer 
problems with loneliness, and majority in Engineering or social sciences and 
humanities. 
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Tiimkaya, Aybek and Celik (2008) investigated the correlation 
between the life satisfaction and loneliness levels of students of Faculty of 
Education with respect to age and gender variables. The participants were 
students at the Educational Faculty of Cukurova University in Adana/Turkey. 
The sample consisted of 422 students, 223 female and 199 male. Their life 
satisfaction and loneliness levels were measured by the "UCLA Loneliness 
Scale" and "Life Satisfaction Scale"; also "Personal Information Form" is used 
to gather personal information. To analyze data, t-test, one-way ANOVA, 
stepwise regression and correlation statistical techniques were used The 
research findings showed that the male students' loneliness level is higher than 
the female students' loneliness level. There was no significant difference found 
between male and female students' life satisfaction. Beside, the correlation 
between age and loneliness level showed that, loneliness level increased with 
the increase of age. Further, it was found that three variables have a 
considerable contribution to predicting the life satisfaction. The predictor 
variables of life satisfaction, unemployment anxiety, socio-economic status and 
grade level accounts for 23% of total variance, F (3,419) =8.39, p< .001. 
However, there was a negative correlation between life satisfaction and 
loneliness level. Based on research findings, researchers suggest that the 
psychological counseling and guidance services of university must be 
functionalized and improved to increase students' life satisfaction and to 
decrease loneliness level. 
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SECTION III 
ACADEMIC PERFORMANCE AND NEUROTICISM 
Neuroticism is generally conceived as emotional instability. Traits of 
neuroticism include being calm or anxious, composed or excited, poised or 
nervous. Neurotic individuals are generally complainers and defeatists. While 
analyzing the personality characteristics of neurotic individuals, Conley (1984) 
and McCrae and Costa (1984) observed that these persons complain about 
different things at different ages and are always ready to see the soar side of 
life and none of its sweetness. 
Neuroticism is also referred as negative affectivity. Since it has been 
demonstrated that emotions tend to occur in cluster i.e., a person who feels one 
negative emotion tend to feel others, it is therefore expected that the trait 
negativity (NA) describe a person's tendency to feel anger, scorn, guilt, 
anxiety, sadness, and other negative moods (Watson and Clark, 1984). 
Watson and Pennebaker (1989) have demonstrated that High NA people 
frequently feel worried and tense even in the absence of objective problems. 
They further found that High NA people as compared to Low NA people 
complain more about their health ai'.d report physical symptoms even m the 
absence of health problems. 
In view of such findings the present investigator directed his attention 
towards academic performance of these individuals. Numerous researchers 
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assumed that Low NA students are likely to show better academic performance 
as compared to the High NA students. A large number of studies were carried 
out to test this assumption. The findings obtained by various researchers are 
quite conflicting. For instance, Furneaux (1956), Lynn (1959), Biggs (1959), 
Goh and Moore (1978) and Savage (1972) obtained a positive correlation 
between academic achievement and neuroticism. 
Lynn (1959) studied two personality characteristics related to academic 
achievement. Levels of neuroticism and extraversion were assessed in 
university students and controls by means of the Maudsley Personality 
Inventory. University students were all in their first year at university; mean 
age of women= 18.8, mean age of men=19.2. Controls used were (a) sixty 
seven female occupational therapy students of the same age (mean age= J 8.5) 
and social background as the female university students but differing in 
academic motivation; (b) 100 male apprentices aged 16-19 years whose scores 
on neuroticism and extraversion were taken from a study by Field (1959). The 
result supported the two predictions at a significant level and extended the 
findings of Furneaux (1956) and Broadbent (1958). Moreover, they showed 
that extraversion has wider detrimental effects on educational attainment than 
Furneaux concluded on the basis of his work. This conclusion followed from 
the quite large differences in extraversion between the university students and 
the occupational therapists and apprentices. Since university entrance is 
obtained largely on performance in 'A' level, the results suggested that 
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educational attainment at scliool is substantially affected by the introversion-
extraversion dimension. 
Sarnoff et al., (1959) and Bending (1960) found no association 
between neuroticism and academic performance. McCandles and Castaneda 
(1956) and Savage (1962) found negative correlation between neuroticism and 
academic achievement. 
McCandless and Castaneda (1956) studied anxiety, school 
achievement and intelligence among children. Intelligence test data were 
available only for the sixth grade groups of the fourth, fifth and sixth grade 
public school population that were used as subjects for the study. This study 
was conducted to report the con-elations between anxiety as defined by the 
score for the CMAS, academic achievement as measured by the Iowa Every 
Pupil Test (lEPT), and intelligence as measured by the Otis Quick Scoring 
Mental Ability Test, Form B (Otis). These two tests were administered within a 
week of each other by classroom teachers. Thirteen of 30 computed 
relationships between anxiety and school achievement were found to be 
significant. The multiple correlations of anxiety and intelligence with the 
composite score on the lEPT were computed. Recomputations of the 
relationship between anxiety score and composite lEPT score for these 
populations showed an r of -.32 for boys, -.59 for girls. Both the anxiety and 
the L score from the children's form of the manifest anxiety scale were found 
to be related to school achievement, most strongly for the sixth grade portion 
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of a fourth, fifth and sixth grade public school population. The anxiety score 
was also significantly related to intelligence for the sixth grade girls, but for 
both sixth grade girls and boys, it retained significant relationships with school 
achievement when intelligence was partialled out. A small contribution to 
prediction of academic achievement by the anxiety score, over and above the 
predictive efficiency of intelligence alone, was found for sixth grade boys and 
girls. Furthermore, Walsh and Walsh (1978) found a curvilinear relationship 
between neuroticism and academic performance. 
Neuroticism, when studied in connection with achievement discrepancy, 
shows similarly conflicting results. For integrators like, Eysenck (1957), Lynn 
and Gordon (1961), good educafional attainment was facilitated by 
neuroticism. 
Several recent studies of the relation of personality factors to 
educational success and failure have reported findings interpreted in ternis of 
the theory of personality advanced by HJ.Eysenck (e.g., 1952, 1957). Briefly, 
this theory in its present form posits four principal dimensions of personality, 
which are virtually independent of each other and are designated neuroticism, 
introversion-extroversion, psychoticism, and general intelligence. As tar as 
educational success and failure are concerned, recent reports have shown that 
academic success, while obviously correlated highly with general intelligence, 
has also positive associations with introversion and neuroticism. The 
association between educational success and introversion is the more liiTnly 
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established relationship and the evidence for it can be summarized briefly as 
follows: 
A tendency for introverted university students to do well academically 
has been reported by Fumeaux (1956) and Broadbent (1958) in England and by 
Bending (1960) in the United States; and there is evidence that introversion 
favourably affects the attainment of school children in the Advanced Level 
examinations (Lynn, 1959). There is also indirect evidence supporting these 
findings, e.g., (1) delinquents have extraverted behaviour patterns and tend to 
be educationally retarded (e.g., McCarthy, 1954). (2) Introverts tend to be 
leptomorphic in body build (i.e., to be thin in relation to their height) and 
leptomorphic children tend to be good readers (Eysenck, 1959a) (3) Women 
tend to be more introverted than men (Eysenck, 1959b) and girls do better than 
boys in England in the eleven plus examination (Yates and Pidgeon, 1957) and 
do better academically in the United States (Terman and Tyler, 1954). (4) 
Brain injured people tend to be extraverted (Eysenck, 1957) and brain injured 
children tends to be poor academic attainers in relation to their intelligence 
(Stephen, 1958). 
The findings concerning neuroticism and attainment are less well 
established. A positive correlation between neuroticism and attainment m 
university students was found by Fumeaux (1956). Consistent with rhis is the 
finding that university students score more highly on tests of neuroticism than 
other young people (Lynn, 1959), which suggests that neuroticism is a factor m 
educational success. On the other hand, Bending (1960) found no association 
between neuroticism and attainment in American university students. There is 
a fairly considerable literature on the relation between anxiety and attainment 
which is of interest in this connection because anxiety and neuroticism are 
highly correlated, although anxiety is also associated with introversion. There 
is some evidence that anxious children tend to be good readers (Lynn, 1955; 
Biggs, 1959). But Samoff, et.al, (1959) found no association between anxiety 
and attainment in the eleven plus examination and investigations in the United 
States frequently report negative correlations between anxiety and attainment 
(e.g., McCandless and Castaneda, 1956). The relation between neuroticism and 
attainment is evidently in considerable confusion. The English studies tend to 
suggest that the relationship is positive, and the American findings that it is 
negative. 
Since the findings regarding the association between neuroticism and 
academic attainment are conflicting, Lynn and Gordon (1961) undertook an 
investigation with the objective to resolve the controversy pertaining to 
association between neuroticism and educational attainment. More specifically 
they investigated relationship between personality factors such as neuroticism, 
introversion-extroversion, intelligence and educational attainment. 
Lynn and Gordon (1961) studied the relation neuroticism and 
extraversion to intelligence and educational attainment. The subjects were 
comprised of sixty male university students living in a university hall of 
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residence accommodating seventy-nine students. Students were asked to 
volunteer for the testing and first sixty to do so were taken as subjects All 
students fell within the age range 18-23. The tools used were (a) Maudsley 
Personality Inventory to measure neuroticism and introversion-extraversion; 
(b) Mill Hill Vocabulary test, scales A and B; these scales were summed to 
give a total vocabulary score; (c) Raven's Progressive Matrices, (1938). 
Subjects were instructed to attempt odd numbers only because of the 
importance of making the test short; subjects were fiirther instructed to work 
primarily for accuracy but at the same time to work at speed. The findings 
supported the findings obtained by Lynn (1959). Thus, Lynn and Gordon 
(1961) found (1) there was a positive correlation between introversion and 
persistence and (2) between neuroticism and size of vocabulary; (3) there was a 
curvilinear relation between neuroticism and score on Raven's matrices, 
subjects in the middle range of neuroficism doing best; (4) and (5) there was no 
significant correlation between either neuroticism or introversion and 
intelligence. 
According to a study conducted in India by Mohanta (1965) suggested 
that high achievers were, in general, less neurotic. 
Eysenck and Cookson (1969) conducted a study on 4,000 eleven-year-
old boys and girls. On the basis of analysis by correlation and analysis of 
variance methods neuroticism was found negatively correlated with academic 
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achievement yielding, "smaller but still highly significant correlations'" that 
ranged from -.06 to -.011. 
Jensen (1973) investigated the relationship between extraversion, 
neuroticism and lie, and academic achievement in three ethnic groups of school 
children. Scores on the junior Eysenck Personality Inventory of some 2,000 
white, Negro, and Mexican-American school children, ages 9 to 13, were 
examined in relation to measures of intelligence and Home environment as 
predictors of scholastic achievement. The JEPI scale show quite low but 
significant and systematic correlation with achievement; Extraversion (E) 
correlated positively and Neuroticism (N) and the Lie (L) scale correlated 
negatively with achievement. The independent contributions separately of E, N 
and L to achievement variance accounted for by the ability and background 
measures were negligible, but the three JEPI scales combined in a multiple 
regression equation along with measures of intelligence and home background 
independently contributed a small share of the predicted part of the scholastic 
achievement variance. In this the three ethnic groups did not differ appreciably 
or systematically, nor did the school grades from 4 to 8 (ages 9 to 13), although 
three were significant and systematic age and ethnic group differences in mean 
scores on the JEPI scales. 
Maqsud (1980) studied extraversion, neuroticism and intelligence in 
relation to academic achievement. In this study investigator found 
"Neuroticism did not discriminate the subjects on achievement. 
64 
Astington (1960) conducted a study on personality and academic 
performance in a Boy's Grammar school. The investigator found that all levels, 
successful boys received significantly higher ratings than unsuccessful boys for 
persistence, independence, and interest. Dominance seems to have no 
consistent relationship with academic achievement. Successful boys showed a 
slight tendency to be nervous, more emotionally stable, and extraverted and 
sociable then their unsuccessful class fellows. 
Savage (1962) in his experimental studies has suggested that 
personality factors in particular; neuroticism and extraversion are important 
determinants of academic performance. The Moudsley Personality Inventory 
was given to first year university students over three years and scores on this 
was related to academic performance at the end of their first year. Analyses of 
variance and correlation techniques showed that high scores on both factors 
were negatively related to academic performance. 
The findings concerning neuroticism and attainment are less well 
established. Furneaux (1956) found a positive correlation between 
neuroticism and attainment in university students. Consistent with this is the 
finding that the students score more highly on test of neuroticism that other 
young people (Lynn, 1959), which suggests that neuroticism is a factor in 
educational success. On the other hand. Bending (1960) found no association 
between neuroticism and attainment in American University Students. 
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Rao (1963) investigated the role of certain aspects of personality and 
academic adjustment for academic performance of three hundred and five Arts 
and science students. He found that academic achievement and certain aspects 
of personality like neurotic difficulties; morale and sense of responsibility had 
a positive relationship. 
Mwamwenda (1995) examined the relationship of academic 
achievement or grades with Eysenck Personality Inventory scores on 
Neuroticism and Extroversion. Contrary to theoretical expectations and 
previous studies, no significant differences among means were observed for 
118 first year South Asian University Students. 
Diseth (2003) investigated the relationship between personality, 
approaches to learning, and academic achievement. Two different 
undergraduate students' samples, totaling 310 students, participated in the 
study. Results showed that the achievement was positively correlated with 
neuroticism, openness, and deep approach, and negatively correlated with 
agreeableness. 
The effect of personality trait on achievement also varies depending on 
ability and age level: Entwistle's (1972) review of studies involving CattelFs 
16 Personality Factors and Eysenck's Personality Inventory showed that 
college success is associated with introversion, but at the primary school level, 
success is related to stable (Low Neuroticism) extraversion. According to 
Child (1969), both introversion and neuroticism are advantageous traits for 
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university students' academic achievement because introverts avoid social 
situations and enjoy bookish and abstract or conceptual pursuits, and neurotic 
have a higher level of internal drive. 
Child (1969) conducted a comparative study of personality, intelligence 
and social class in a technological university. The majority of freshmen in the 
October, 1966, intake at the University of Bradford were asked to complete the 
Eysenck Personality Inventory (Eysenck & Eysenck, 1964) and the Nutfemo 
Level Test (Fumeaux, 1956) at the beginning of their first term. The tinal 
sample, which amounted to 92 percent of the total October entry after the 
elimination of incomplete and unreliable test forms, consisted of 504 men and 
103 women. Mean and SD were computed on the basis of final scores. The 
Bradford sample was found to be significantly introverted, when compared 
with the population, but extroverted when compared with the student norms. 
The neuroticism scores revealed a marked tendency for Bradford students 
(along with Eysenck's student sample) to be neurotic as compared with the 
normal population. However, Bradford students were not noticeably different 
in their scores from Eysenck's university students. The notion that intro\ ersion 
is a characteristic of students in higher education is supported by the sample in 
this study. 
However, Eysenck and Cookson (1969) in a study of children aged 11 
to 13 showed a negative relationship between neuroticism and academic 
achievement. 
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McKenzie et al., (2000) investigated the neuroticism -superego 
interaction or Fumeaux Factors in a sample of 110 modular, social science 
degree students at the University of East London. Negligible or negative 
correlation between neuroticism and academic achievement were found for the 
low superego group of students. For the high superego group the correlation 
were positive, reaching 0.48 (P<0.02) for final degree classification. From the 
low to the high superego group there was an increase of 0.46 (P< 0.05) m the 
previous correlation between neuroticism and achievement from first year of 
the course. 
Chamorro-Premuzic and Furnham (2003) investigated the extent to 
which personality traits predict academic performance in two longitudinal 
studies of two British University Samples. Academic performance was 
assessed throughout a three year period and via multiple criteria (e.g. exams 
and final year project). Results suggested that neuroticism may impair 
academic performance, while conscientiousness may lead to higher academic 
performance. In sample 2 (N = 75), the EPQ-R was used as the personality 
measure, and result showed the three super factors were the most powerful 
predictor of academic performance, accounting for nearly 17% of the unique 
variance in overall exam results. It was demonstrated that (like Neuroticism) 
Psychotism could limit academic success. 
Chamorro-Premuzic, Furnham, Dissou and Heaven (2005) reported 
data on the psychometric relationship between personality traits (Big Five), 
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and preference for particular assessment methods in an Australian sample of 
University students (N =125). Reliability analysis showed that participants 
tended to have consistent attitudes toward assessment methods, across 
disciplines (e.g., History, Biology, and Psychology). When these preferences 
where examined with regard to individual differences in personality, 
correlations revealed significant associations between three of the Big Five 
personality dimensions and attitudes towards assessment methods. Neuroticism 
was negatively correlated with both preference for an oral exam and 
continuous assessment. Extraversion and Openness to Experience were both 
positively correlated with preference for oral examinations, and Openness was 
also significantly and negatively related to preference for multiple-choice 
exams. On the other hand Agreeableness and Extraversion were both 
significantly and positively related to preference for group work. A series of 
hierarchical regressions examined the predictability of preferences for 
assessment methods by the Big Five factors, as well as self-assessed 
intelligence and gender. They showed that personality traits were significant 
predictors of preference for oral exams and group work, even when gender and 
self-assessed intelligence were considered. Neuroticism was negatively and 
significantly correlated with preference for oral examination, however there 
was a negative correlation between preference for continuous assessment and 
Neuroticism. Extraversion was also a positive predictor of preference for group 
work, whereas Neuroticism was a negative and significant predictor of 
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preference for continuous assessment. Further, it was concluded that the 
Neurotic students seem to have a tendency to dishke oral examinations. 
Laidra, PuUmann and AUik (2006) studied general intelligence and 
personality traits from the Five-Factor model as predictors of academic 
achievement in a large sample of Estonian schoolchildren from elementary to 
secondary school. A total of 3618 students (1746 boys and 1872 girls) from all 
over Estonia attending Grades 2, 3, 4, 6, 8, 10, and 12 participated in this 
study. Intelligence, as measured by the Raven's Standard Progressive Matrices, 
was found to be the best predictor of students' grade point average (GPA) in all 
grades. Among personality traits (measured by self-reports on the Estonian Big 
Five Questionnaire for Children in Grades 2 to 4 and by the NEO Five Factor 
Inventory in Grades 6 to 12), Openness, Agreeableness, and Conscientiousness 
correlated positively and Neuroticism correlated negatively with GPA m 
almost every grade. When all measured variables were entered together into a 
regression model, intelligence was still the strongest predictor of GPA, being 
followed by Agreeableness in Grades 2 to 4 and Conscientiousness in Grades 6 
to 12. Interactions between predictor variables and age accounted for only a 
small percentage of variance in GPA, suggesting that academic achie\ ement 
relies basically on the same mechanisms through the school years. 
Pallegama, Ariyasinghe and Parera (2007) explored the association 
between personality traits (extroversion, neuroticism and psychoticism) and the 
students' attitudes towards the academic program (perceived difficulty of the 
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program) and academic performances. The null-hypothesis that there would be 
no association between neuroticism, extroversion and psychoticism levels of 
students and their attitudes towards the difficulty of the course and the 
academic performances was tested. Students GPA showed a significantly 
negative correlation to the degree of psychoticism (Pearson Correlation Co-
efficient = -0.26, P=0.004). The degree of neuroticism showed a significantly 
positive association to the perceived difficulty of course by students (Pearson 
Correlation Co-efficient= 0.22, P=0.016). The results reveal that the 
personality dimensions have a considerable influence on the academic 
performance of students. These observations are in agreement with previous 
findings except the fact that extroversion had no association with the academic 
performances. As the degree of psychoticism and neuroticism shows 
significant association with the way the students perceive the difficulty of the 
course and the medium of instruction, probably these could be acting as the 
confounding factors at this instance. 
SECTION IV 
ACADEMIC PERFORMANCE AND LOCUS OF CONTROL 
There is a fairly considerable literature on the relation between anxiety and 
academic performance, which is of interest to us because anxiety and 
neuroticism are highly correlated. Anxiety is a diffused irrational fear, ii is not 
directed to an appropriate target and not controlled by self-insight, spreads 
through out the life and strains the individual social relationship. It puts the 
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individual on alert and predisposes him to see other person or group as 
menacing. There is a substantial body of evidence to suggest that development 
of such irrational depends on, how the individual interprets his experiences, 
and how he interprets the causes of his experiences. If the individual perceives 
the events, whether positive or negative, as being a consequence of his own 
actions and which are under his personal control than he is not likely to 
develop irrational fear or anxiety. If a person on the other hand perceives 
positive or negative events as being unrelated to his own behaviour rather 
attributes or vicissitudes of existence to fate, luck, behaviour of others or 
environmental factors, he is more likely to develop irrational fear or anxiety. 
The first types of individuals are known as "internally oriented" 
individuals, while the later types of individuals are considered as the 
"externally oriented" individuals (Rotter, 1966). While developing the social 
learning theory (Rotter, 1966) coined the term internal-external locus of 
control. 
There are substantial bodies of evidence to the effect that emotions of 
the individuals depend on the explanations they make about why they 
succeeded or failed. Weiner, Russell, and Lerman (1978, 1979) undertook a 
series of studies in which they cited the occasion when students had succeeded 
or failed on an examination for a particular reason, such as help from others. 
luck and lack of effort. These researchers found that the students' emotions 
were more closely associated with their interpretation of their experiences 
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rather than with the outcome of the examinations. Thus, Weiner, Russell, and 
Lerman (1978, 1979) observed that those who beHeved they did well because 
of their own effort and abilities tend to feel proud, competent, and satisfied, 
whereas those who blamed others for their failures tended to feel angry. 
hostile, or alarmed. Moreover, these researchers also found that those who 
believed they did well because of a lucky fluke or chance tended to feel 
gratitude, surprise or guilt and those who believe their failures were due to 
their own fault tended to feel regret, guilt and resignation. These findings 
portray clear picture of the characteristic behavioural pattern of internally 
oriented and externally oriented individuals. More specifically these findings 
make it ciystal clear how internally and externally oriented persons interpret 
their experiences. The emotional reactions of these two types of individuals 
and their way of interpretations of the experiences, lead us to assume 
externally individuals are anxious, hostile, prone to dependence than internally 
oriented individuals. Such characteristics, in turn lead us to assume that 
externally oriented individuals are likely to show poorer academic performance 
than internally oriented individuals. 
Reiser (1980) examined the differences in course of performance 
attitude of college students, identified by the Rotter's Internal-External Locus 
of Control Scale as external and those identified as internals. An interaction 
was found between the types of reinforcement expected, type of pacing 
treatment, and course performance. 
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Cooper and Findley (1983) conducted a quantitative review of research 
investigating the relationship between locus of control and academic 
performance. Two basic conclusions resulted: (a) More internal beliefs are 
associated with greater academic performance, and (b) the magnitude of this 
relation is small to median. Characteristics of the participants in the reviewed 
studies (i.e., gender, age, race, and socio-economic level) and the nature of the 
locus of control and academic achievement measure were investigated as 
mediators of the relation. The relation tended to be stronger for adolescents 
than for adults or children. Also, the relation was more substantial among 
males than among females. Finally, stronger effects were associated with 
specific locus of control measures and with standardized achievement or 
intelligence tests. 
A positive relation between locus of control beliefs and achievement is 
logical and intuitively appealing. Logically, if success is positively valued, 
people who feel more able to control outcome should exert more effort. Also, 
internals and externals should (and do) react differently to success and failure. 
Internals take pride in good outcomes and feel shame in bad outcomes, 
whereas externals experience less intense emotions (Phares, 1976). This 
difference should enhance the relative "attractiveness" of the success 
experiences for the internals. 
In addition to logical appeal, a number of studies have associated 
internal locus of control beliefs with behaviors that affect the probability of 
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attaining success. For instance, DuCette and Wolk (1972) found that externals 
tend to exhibit less persistence at tasks. 
DuCette and Wolk (1972) studied the relationship between locus of 
control and extreme behaviour in regard to risk taking, persistence, shifts in 
level of aspiration, and estimation of success. One hundred and seventy-three 
freshmen students from a girls' suburban high school served as Ss The data 
were collected in the two sessions separated by a period of one week. In all 
cases, the data were obtained at the end of a class period in which English had 
been the instructed material. In the first session, Ss were given the Internal-
External Locus of Control Scale (Rotter, 1966). In the second session, Ss were 
given a questionnaire which was divided into two parts. The first part 
contained four questions relating to various aspects of future aspiration or risk 
taking. In the second part of the questionnaire, Ss were asked to respond to 
several questions involving an attempt to solve a puzzle. Since all of the 
dependent variables were treated as nominal data, an appropriate statistical 
technique is a chi-square relating extreme behaviour to locus of control. The 
dichotomy of internal versus external (again a nominal classification) is of 
interest, which in the present study was operationalized as a median split on the 
Internal-External Locus of Control Scale. Analysis of the data collected from 
173 high school female Ss indicated that external Ss as opposed to internal ii'. 
were characterized by a preference for extreme risks, low persistence, and 
atypical shifts in level of aspiration; they were more extreme in their estimation 
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of success when responding to items related to academic, occupational, and 
cognitive activities. 
Others have found a positive relation between intemality and (a) 
willingness to delay rewards in order to maximize them (e.g., Bialer, 1961) 
and (b) preference to perform in skill rather than in chance situations (e.g., 
Rotter and Mulry, 1965). Each tendency means internals have a greater 
likelihood of achievement. 
Bialer (1961) studied conceptualization of success and failure m 
mentally retarded and normal children, to set forth and to test a tentative 
formulation of success-failure conceptualization as measured by certam 
developmentally determined behaviour patterns in retarded and i\ormal 
children. The subjects were a combined group of 89 mentally retarded and 
normal children, of both sexes, ranging from 6-3 to 14-3 and in MA (Mental 
Age) from 3-10 to 15-9. The 45 retarded children were drawn from special 
classes for the educable mentally retarded in the city schools; the 44 normal Ss 
came from regular grades in the public schools. All Ss were given the 
following treatments, a verbally administered locus of control (LC), A 
Repetition Choice Situation (RC) and, a condition to determine the degree of 
the child's commitment to either an intermediate or a delayed gratitication 
patterns (GP). Thus, the data, consisting of five variables (MA, CA, LC. RC. 
And GP), were analyzed by multiple correlation and factor analysis. It was 
found that there was a significant tendency among the Ss (regardless ot 
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retarded-normal classification): (a) to perceive internal locus of control, (b) to 
respond to success and failure cues rather than to hedonistic cues, and (c) to 
delay gratification when such delay led to the eventual attainment of a larger 
reward. MA, rather than CA, was found to be the more relevant variable 
related to the above aspects of the development of success-failure 
conceptualization. A factor analysis of the five variables resulted in the 
derivation of a general factor and of one group factor, which described the 
behaviour measures (LC, RC, and GP) as a separate age-independent 
dimension. 
Rotter and Mulry (1965) investigated internal versus external control 
of reinforcement and decision time. The subjects included 61 females and 59 
males. The subjects were obtained from the elementary psychology course at 
the Ohio State University. The subjects were randomly assigned to either 
chance or skill groups. Half received the I-E Control Scale before the 
experiment, and the other half after the experiment. Without scoring the tests in 
the case of the former group the subjects were assigned on an alternating basis 
to either the chance or the skill group and given the angle matching tests. Four 
groups of subjects were compared on a series of dependent variables. To obtam 
these groups subjects were divided into "internal" and "external" by splitting 
the groups at the median and then further subdividing on the basis of w hether 
they were given chance or skill instructions. Results showed significant 
interaction between internal-external control and chance vs. skill instructions. 
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As hypothesized, internal took longer with skill instructions, externals with 
chance instructions. The study extended the construct validity of the internal-
external control. More specifically, it was found that individuals, who can be 
characterized as internals from scores on the I-E Control Scale, take longer to 
decide in a matching task when the task is defined as skill controlled than when 
it is defined as chance controlled. The opposite tendency is found with subjects 
who are classed as externals. Externals tend to take longer to decide on the 
correct match when the task is defined as chance than when it is defined as 
skill controlled. The interaction is highly significant both for a predominantly 
positive reinforcement sequence of training trials and for a series of 
continuously negative extinction trials. Internals under skill conditions are 
significantly different from internals under chance conditions, and internals 
under skill conditions are significantly different from externals under skill 
conditions. On the other hand, while externals differ under chance and skill 
conditions in the predicted direction, these groups are not significantly 
different. In other words, most of the difference is attributable to the longer 
time taken by internals under skill conditions. 
Prociuk and Breen (1974) decided to use the multidimensional scales 
to examine the relationship between control and two academically related 
variables: Study habits/ Attitude and college academic perfonnance. Subjects 
(89 Psychology Undergraduates) were administered the P and C Scales and a 
survey of study habits and attitudes. Their Grade Point Averages (GPA) was 
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used as a measure of academic performance. Results using correlational 
analysis supported the prediction that study habits and academic performance 
are related positively to perceived internal control and negatively to chance 
control. 
Along with other variables considered relevant to academic 
performance, locus of control has received a considerable attention. While the 
first studies relating locus of control orientation to academic achievement were 
completed at Pels Institute (Crandall, Katkovsky and Preston, 1962), it was 
so called Coleman Report (Coleman, Campbell, Hobson, Mc Portland, 
Mood, Weinfeld, and York, 1966) that focused on locus of control orientation 
as a significant determinant of academic achievement. In the Coleman Report, 
a measure of intemality was implicated as a highly important achievement 
predictor of academic achievement in both white and black children. 
Bar-Tal and Bar-Zohar (1977) reviewed 36 studies reporting the 
relationship between individual locus of control beliefs and academic 
achievement. Of the studies, 31 reported a positive relationship between locus 
of control beliefs and achievement measures (at least for some of the measures 
and for some part of their samples); 4 found no relationship, and one reported a 
negative relationship. The authors explained this relationship by refening to 
cognitive and motivational differences in internals and externals. Specifically 
they suggested that internals showed greater persistence and effort in skill 
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situations and better use of tasks-relevant information lead to superior 
academic achievement. 
In a similar vein, Ramanaiah, Ribich and Schmeck (1975) studied the 
academically related behaviors of internals and externals in order to understand 
the relationship between locus of control and academic achievement. They 
reported that internals as compared to externals had better study habits and 
positive educational attitudes. 
Goyal (2000) examined the relationship between Locus of Control and 
academic achievement, and discussed the possibility of gender differences. 
Past research indicated a positive correlational relationship between internal 
scores and high academic achievement. Overall, the research regarding gender 
found males to be more internal than females. The 77 subjects from 10th grade 
American History students were placed in three different class levels, 
according to academic achievement the prior year. The Rotter's Internal-
External scale was administered to all the subjects during History class. These 
scores were then separately correlated with academic class level and gender. 
The statistical analysis found a correlation between locus of control and 
academic achievement, with a Pearson Correlation Coefficient of .387. 
According to data collected, females were found to be more internal then 
males, however a level of significance was not found. Overall, Goyal (2000) 
supported the implications of past research because a significant, positive 
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correlation was found between internal locus of control and academic 
achievement. 
Sisney et al., (2000) reported that locus of control has been associated 
with school success since the 1966 Coleman Report on Equality of Educational 
Opportunity was released. They added that studies with high school students 
have shown that an external locus of control correlated to lower academic 
achievement and higher dropout rates. Similarly, Ekstrom, Goertz, Pollack, 
and Rock (1986) concluded from their national study that high school 
dropouts exhibited more external control and were more likely than those who 
stayed in school to feel that their destiny was out of their hands. Finn and 
Rock (1997) asked whether self-esteem and locus of control explain 
differences between resilient (academically successful high school students) 
and non-resilient individuals within a group of low socio economic status 
(SES) minority students. They found that higher self-esteem and internal locus 
of control were both characteristics of low-SES minority students who succeed 
in high school. In this study, an internal locus of control was shown to be a 
determinant of success when other predictors of attrition such as ethnicity, non-
traditional family structure, lack of parent education, and low income were 
present. 
Garden, Bryant and Moss (2004) asked 114 undergraduate to 
complete the Internal- External Locus of Control Scale, the Procrastination 
Scale, and the Achievement Anxiety Test. They also provided a self-report of 
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their cumulative GPA. Students were divided in two groups by a median split 
of 10.5, yielding an internally oriented group of 57 and an externally oriented 
group of 57. The former students showed significantly lower academic 
procrastination debilitating test anxiety, and reported higher academic 
achievement from later. 
The early work with locus of control construct focused on achievement 
behavior and was based on the premise that internals would show more efforts 
and persistence in attempting to achieve than externals because the later group 
would see no connection between their behavior and outcomes. However, 
studies designed to examine locus of control and academic performance and to 
use unidimensional measures have often produced nonsignificant or 
inconclusive results (Warehime, 1972). 
Gifford, Brice-o-Perriott and Mianzo (2006) in a study of more than 
3,000 first-year students assessed a traditional pre-coUege predictor, the ACT, 
along with a new potential pre-college predictor, locus of control, to determine 
their effectiveness in predicting first-year student academic achievement as 
measured by end-of-first-year cumulafive GPA. The results indicated that first-
year students who entered university with lower scores on the locus of control 
scale (internals) obtained significantly higher GPAs than those who scored 
higher (externals) on this same scale. Pre-college ACT scores also served as an 
effective predictor of student academic success as demonstrated by 
significantly higher cumulative GPAs at the end of the first year. In addition, it 
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was also found that first-year students retained to their sophomore >ear 
demonstrated a statistically higher GPA than those who were not retained. 
Ashtiani, Ejei, Khodapanahi and Tarkhorani (2007) in a study 
surveyed some of personality characteristics of adolescents and their 
associations with academic achievement: According, 1314 randomly allocated 
students of Tehran's high schools were assessed by Beck self-concept 
inventory, Coopersmith self-esteem inventory, Spielberger State-Trait anxiety 
inventory. Beck depression inventory. Results indicated that self-concept was 
correlated with self-esteem and those two have positive impacts on augment of 
academic achievement. Moreover, the increase of self-concept and self-esteem 
were related to the decrease of anxiety and a negative significant relation found 
to be existed between self-concept, self-esteem and depression which will 
ensue decrease in academic achievement. They also quoted Wiest et. al., 
(1998), who observed that academic performance, is influenced by locus of 
control. 
Kirkpatrick, Stant, Downes and Gaither (2008) examined the 
relationship between LOC and student success by presenting students with 
timed opportunities to name specific internal or external events that would 
engender their individual success. First, the authors revisited the relationship 
between grades and academic performance by measuring LOC, grades in 
general psychology, and overall grade point average (GPA). Ihen, they 
devised a task that would require students to name the actual events (their own 
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choices or external happenings) purported to exert causal control over 
academic outcomes. They hypothesized that skilled and discriminating 
students could easily identify behaviors in which they routinely engage, but 
would have difficulty making up answers that were not already m their 
repertoire. By timing the task, the authors aimed to diminish the influence of 
self-serving attributional bias. Finally, although not specifically spelled out. 
they integrated the LOC concept into a first-year psychology course to 
demonstrate its pedagogical value. In this manner, they have begun a process 
of integrating student development issues into the academic curriculum in a 
manner that might eventually facilitate academic success without 
compromising or detracting from curricular integrity. 
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Chapter 3 
MT/mocDOLognr 
METHODOLOY 
As mentioned in the previous chapters the present investigation was 
initiated to study the academic performance in relation to loneliness, 
neuroticism, and locus of control among university students. The main 
objectives of the study were (1) to investigate the relationship between 
academic performance and loneliness, i.e., to see whether or not high and low 
lonely subjects differ with respect to academic performance; (2) to investigate 
the relationship between academic performance and neuroticism, i.e., to see 
whether or not subjects with high and low level of neuroticism differ with 
respect to academic performance; (3) to investigate the relationship between 
academic performance and locus of control, i.e., to see whether or not 
internally oriented and externally oriented subjects differ with respect to 
academic performance; (4) to investigate interactional effects between 
loneliness and neuroticism, between loneliness and locus of control, between 
neuroticism and locus of control and among loneliness, neuroticism and locus 
of control on academic performance. 
To be more specific the present study was designed to answer the followmg 
questions :-
1. Do high lonely and low lonely subjects differ in their academic 
performance? 
2. Do subjects with high and low level of neuroticism differ in their 
academic performance? 
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3. Do internally oriented and externally oriented subjects differ in their 
academic performance? 
4. Is there an interactional effect of loneliness and neuroticism on 
academic performance? 
5. Is there an interactional effect of loneliness and locus of control on 
academic performance? 
6. Is there an interactional effect of neuroticism and locus of control on 
academic performance? 
7. Is there an interactional effect among loneliness, neuroticism, and locus 
of control on academic performance? 
DESIGN OF THE STUDY 
In order to answer the above questions, a 2x2x2 factorial design, in which 
three personality variables (i.e. loneliness, neuroticism, and locus of control) 
each variable varying in two ways, was used. Loneliness was varied by 
selecting high lonely and low lonely subjects. Neuroticism was varied by 
selecting those who have high level of neuroticism and low level of 
neuroticism and locus of control was varied by selecting externally oriented 
and internally oriented subjects. Thus, there were eight groups of subjects as 
given below: 
> High lonely-high level of neuroticism externally oriented subjects. 
> High lonely-high level of neuroticism internally oriented subjects. 
> High lonely-low level of neuroticism externally oriented subjects. 
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> High lonely-low level of neuroticism internally oriented subjects. 
> Low lonely-high level of neuroticism externally oriented subjects. 
> Low lonely-high level of neuroticism internally oriented subjects. 
> Low lonely- low level of neuroticism externally oriented subjects. 
> Low lonely- low level of neuroticism internally oriented subjects. 
SAMPLE 
In order to form above mentioned eight groups of subjects, Loneliness 
Scale developed by Russell, Peplau and Cutrona (1980), Neuroticism Scale 
Questionnaire, developed by Scheier and Cattell (1961), and Locus of C ontrol 
(I-E Scale), developed by Rotter (1966) were administered on 800 Post 
Graduate students randomly selected from the faculties of Arts and Social 
Sciences, Aligarh Muslim University, Aligarh. They all belonged to same 
socio-economic and cultural background. The age of the subjects ranged from 
18 years to 28 years. On the basis of their scores on these various scales, these 
eight groups were formed. 
To be more specific on the basis of their scores on Loneliness Scale 
(Russell, Peplau and Cutrona, 1980) two groups, namely high lonely and low 
lonely subjects were formed. The subjects whose scores on loneliness scale fell 
on or above 3*^  quartile were considered as high lonely subjects. The subjects 
whose scores on loneliness scale fell on or below 1^ ' quartile were considered 
as low lonely subjects. The l" and 3''' quartiles were 38 and 48 respectively. 
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Neuroticism Scale Questionnaire (Scheier and Cattell, 1961) was 
administered on these two groups of subjects. In each group, the subjects 
whose scores on Neuroticism Scale Questionnaire fell on or below T' quartile 
were considered as low level of neuroticism subjects and the subjects whose 
scores fell on or above 3'^ '' quartile were considered as high level of neuroticism 
subjects. The l" and 3''' quartiles were 37 and 47 respectively. Thus, on the 
basis of their scores on Neuroticism Scale Questionnaire, each group was 
divided into two sub-groups to form four groups of subjects, namely, high 
lonely-high level of neuroticism subjects, high lonely-low level of neuroticism 
subjects, low lonely-high level of neuroticism subjects, low lonely-low level of 
neuroticism subjects. 
Locus of Control Scale as developed by Rotter (1966) was 
administered on these four groups of subjects. In each group, the subjects 
whose scores on I-E Scale fell on or above 3"^  quartile were considered as 
internally oriented subjects. The subjects whose scores on the I-E Scale fell on 
or below T' quartile were considered as externally oriented subjects. The T' 
and 3*^  quartiles were 11 and 15 respectively. Thus, on the basis of their scores 
on I-E Scale, each group was divided into two sub-groups to form eight groups 
of subjects as mentioned above. 
TOOLS: The following tools were used in the present study. 
(A) UCLA Loneliness Scale: The UCLA loneliness scale developed by 
Russell, Peplau and Ferguson (1978) and revised by Russell, Peplau and 
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Cutrona (1980) was used to measure the loneliness level of students. The 
UCLA is a 20-item Likert type scale to measure the general loneliness levels of 
participants. The reliability coefficient of the UCLA was calculated as .94 by 
the Retest Method and the Cronbach's Alpha Reliability Coefficient of the 
UCLA was found to be .96. The parallel form validity of the UCLA was tested 
with the Beck Depression Inventory and the correlation coefficient was found 
to be .77 (Demir, 1990). There were four alternatives to one statement, i. e., 
never (1), rarely (2), sometime (3), and often (4). The subjects were asked to 
indicate how often they felt the way described in each of the statement and 
were asked to circle one number accordingly. And on the basis of scores on 
this scale the subjects were divided into high and low loneliness groups. 
(B) Neuroticism Scale Questionnaire: The scale developed by Scheier 
and Cattell (1961) to determine high level of neuroticism and low level of 
neuroticism. The subjects were given the neuroticism scale questionnaire, 
which was in booklet form with clear instruction printed on that. Questions 
were about attitude and opinions- what do and how you feel about certain 
situations. Some people feel one way; others feel another way. Thus, there was 
no "righf or "wrong" answers to the questions. 
The following instructions were written on NSQ booklet: 
1. Make sure you have put your name and whatever is asked for at the top 
of this page. 
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2. Never pass over a question, but give some answer to every single one. 
Your answers will be kept entirely confidential, so answer truthfully. 
3. Do not spend time puzzling things out. Answer each question 
immediately, the way you want to at this moment (not last week, or 
usually). You may have answered questions like this before, but answer 
them as you feel NOW. 
To record the total score, total of each page were put in the place provided 
at the bottom of that page, then added those two subtotals and placed the 
combined and final total in the place provided at the bottom and extreme right 
of the right-hand test booklet page. That yielded the "raw scores" which was 
further converted to normative scores according to instructions provided in the 
handbook. On the basis of scores yielded, the & were divided in two groups, 
i.e. Low level of neuroticism subjects and High level of neuroticism subjects. 
(C) Locus of Control Scale (I-E Scale) The scale was developed by 
Rotter (1966) and it was employed to determine internally oriented and 
externally oriented subjects. The scale is 29 items, forced choice test includmg 
six filler items intended to make somewhat more ambiguous the purpose of the 
test. 
A careful reading of the items makes it clear that the items deal 
exclusively with the subjects' belief about the nature of the worid, i.e. they 
were concerned with the subjects expectations about how-reinforcement is 
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controlled. Consequently, the test is considered to be a measure of a 
generalized expectancy. 
The I-E scale was administered with the following instructions: 
"This is a questionnaire to find out the way in which certain important events 
in our society affect different people, each items consists of a pair of 
alternatives lettered 'a' or 'b'. Please select the one statement of each pair 
which you more strongly believe to be the case of as far as you are concerned. 
Be sure to select the one you actually believe to be true rather than the one you 
think you should choose or the way would like to be true. This is a measure of 
personal belief; obviously there are no 'right' or 'wrong' answers. Please 
answer these items carefully but do not spend too much time on any item. Be 
sure to find any answer for every choice. In some instances you may discover 
that you believe both statements or neither one. In such cases, be sure to select 
the one you more strongly believe to be the case as far as you are concerned. 
Also try to respond to each item independently when making your choice, do 
not be influenced by your previous choice". The score is the total number of 
external choice made by the subjects. 
PROCEDURE 
Academic performances of these eight groups of subjects, so formed, 
were assessed by recording their average performance in three consecutive 
examinations (two promotional and one final year examination). 
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The data, thus, obtained were tabulated group wise and were statistically 
analyzed by means of three way analysis of variance (ANOVA) and necessary 
inferences were drawn. 
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Chapter 4 
0(F ^^VLTS 
ANALYSIS OF DATA AND INTERPRETATION OF RESULTS 
As mentioned in the preceding chapter, the present investigation was 
undertaken to explore the impact of loneliness, neuroticism, and locus of 
control on academic performance. In order to achieve this objective, a factorial 
design of experiment was employed in the present study. Three independent 
variables, i.e., loneliness, neuroticism and locus of control, each variable 
varying in two ways, were used. The first social variable i.e., loneliness, was 
varied in two ways by selecting (a) high lonely and (b) low lonely. The second 
personality variable, i.e., neuroticism, was varied in the same manner by 
selecting (a) high level of neuroticism and (b) low level of neuroticism 
subjects. The third personality variable, i.e., locus of control, was varied 
likewise by selecting (a) internally oriented and (b) externally oriented 
subjects. Thus there were 8 groups of subjects namely, high lonely-high level 
of neuroticism-intemally oriented subjects, high lonely-high level of 
neuroticism-extemally oriented subjects, high lonely-low level of neuroticism-
intemally oriented subjects, high lonely-low level of neuroticism-extemally 
oriented subjects, low lonely-high level of neuroticism-intemally oriented 
subjects, low lonely-high level of neuroticism-extemally oriented subjects, low 
lonely-low level of neuroticism-intemally oriented subjects, low lonely-low 
level of neuroticism-extemally oriented subjects. 
The academic performance was the dependent variable which was 
measured by obtaining examination marks of three consecutive years from tlie 
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office of the Controller (Examination), A.M.U., Aligarh. The examination 
marks obtained by each subject in three consecutive years were summed and 
divided by three to get mean academic performance scores. Thus mean 
academic performance scores for each of the eight groups of subjects so 
formed were calculated. Since, the main objective of present research was to 
determine the influence of loneliness, neuroticism and locus of control on 
academic performance, analysis of variance was used to draw necessary 
inferences. Thus, F-ratios were calculated for the variation of each independent 
variable and also for any possible interaction between two or more than two 
variables. 
The raw scores obtained by 8 groups of subjects on academic performance are 
given in Table-I and their mean scores in the Table-II, III and IV, and F-values 
in Table-V. 
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TABLE-I: Showing Raw Scores Obtained By 8 Groups of Subjects on Academic Performance 
HLN-IOS 
330.33 
306.67 
287.33 
300.33 
281 
308.67 
330 
295 
301.33 
330 
295 
291.67 
271.67 
330 
360 
318.33 
286.33 
286 
375 
354.67 
266 
333.33 
256.33 
325 
250 
264.67 
303.33 
299.33 
348.33 
318.33 
273 
320 
255.33 
271.67 
338.33 
343.33 
350 
350.33 
323.67 
306 
317 
354.67 
337 
286 
331.33 
273.67 
293.67 
296.67 
343.67 
337 
15506.32 
310.13 
HIGH LONELY 
HLN-EOS 
306.67 
243.33 
335 
307 
246.67 
271.67 
283.33 
333.33 
316.67 
330 
333.33 
320 
260 
322.33 
318.33 
303.33 
285 
397.67 
322.67 
326.33 
338.33 
326.67 
355 
276.67 
285.67 
331.67 
285 
291.67 
312.67 
353.67 
336.67 
331.67 
268.33 
250 
325 
305.67 
318.67 
305 
308.67 
349.67 
279.33 
351.67 
306.67 
284.33 
316.67 
328.33 
335 
333.33 
288.33 
306.67 
15549.36 
310.99 
LLN-IOS 
336.67 
293.33 
313.33 
311.67 
281.67 
316.67 
353.33 
323.33 
316.67 
306 
278.33 
295 
289.67 
308.33 
326.67 
291.67 
241.67 
276 
258.33 
271 
303.33 
285.33 
258.33 
300 
261 
280 
320 
323.33 
336 
311.67 
312.33 
318.33 
286.67 
278.33 
261.67 
261.67 
311.67 
321.67 
306.67 
303.33 
311.67 
313.33 
336.67 
333.33 
306.67 
321.67 
336.67 
363.33 
318.33 
356.67 
15229.01 
304.58 
LLN-EOS 
283.67 
321.67 
245.67 
302.67 
260.67 
278.33 
318.33 
343.33 
296 
335 
272.67 
360 
281.67 
358.33 
380 
343.33 
291.67 
290 
306.67 
345 
323.67 
346.67 
303.33 
343.33 
300 
363.33 
316.67 
322.33 
291.67 
249.33 
316.67 
316.67 
268.67 
298.33 
298.33 
326.67 
302 
330.67 
313.33 
295.67 
326.67 
341.67 
368.67 
311.33 
330 
318.33 
336.67 
346.67 
346.67 
353.33 
15822.03 
316.44 
HLN-IOS 
258.33 
278 
333.33 
361.67 
271 
325 
338.33 
306 
325 
345 
350 
349.33 
346.67 
345 
341.67 
333.67 
374 
300 
268.33 
321.67 
306.67 
275.33 
365.67 
299 
265 
280 
335.67 
335 
304.33 
270 
316.67 
390 
390 
350 
362.33 
370 
348 
308 
300 
258.33 
340 
314.33 
300.67 
295 
311.67 
346.67 
302 
341.67 
331 
346.67 
16131.68 
322.63 
LOW LONELY 
HLN-EOS 
322.67 
326.67 
261.67 
296.67 
329 
341.67 
303.33 
265 
288.33 
302.67 
331.67 
317.67 
363.33 
328.33 
263.33 
280.67 
303.33 
286.67 
318.33 
313.33 
301.67 
360 
338.67 
354 
301.67 
335.33 
368.33 
337.67 
336.67 
355 
337 
350 
342.33 
323.33 
282 
326.33 
308.33 
345 
340.67 
361.67 
371.67 
367 
368.33 
348.33 
285 
294.33 
293.67 
293.33 
301.67 
308.33 
16081.67 
321.63 
LLN-IOS 
250 
298.33 
295 
296.33 
373.33 
360.67 
308.33 
326.33 
341.67 
308 
395 
331.67 
325 
355 
306.67 
367.33 
355 
338.33 
243.33 
321 
343.33 
311.67 
301 
318.33 
310.67 
346 
338.33 
285 
285 
310 
359 
353.33 
288.33 
340 
327 
301.67 
295 
358.33 
323.33 
310 
325 
375.33 
315 
318.33 
330 
285 
316.33 
323 
341.67 
355.33 
16186.63 
323.73 
LLN-EOS 
308.33 
287,67 
320 
276.67 1 
277.67 
346.67 
322 
328.33 ; 
290 i 
347.67^ 
343.33 
330.67 
384.33 
375 1 
333.33 
308.33 
303.67 
276.67 
293,33 
297 67 
317,67 
348.33 
305 33 
335 33 
343.33 
319.33 
330 
346 33 
321.67 
342.67 
281.67 
33667 
300.67 
290 
313 
311,67 
265 
341.67 
318,33 
323,33 
303.33 
291,67 
356 67 J 
326 
325 
301,67 
337,67 
341,67 
318,33 
350.33 
15995,68 
319,91 
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Table-II: Showing mean of the means of high and low lonely subjects on academic performance 
High Lonely 
Low Lonely 
HIGH LEVEL OF NEUROTICISM 
Internally Oriented 
Subjects 
310.13 
322.63 
Externally Oriented 
Subjects 
310.99 
321.63 
LOW LEVEL OF NKLROTICSM 
Internally Oriented 
Subjects 
304.58 
323.73 
Externally Oriented \ 
Subjects 
316.44 
i 
319.91 1 
1 
Mean of 11 
Means 
310.53 
321.'1 
Table- III: Showing mean of the means of high and low level of neuroticism subjects on 
academic performance 
HIGH LONELY LOW LONELY 
High Level of Neuroticism 
Low Level of Neuroticism 
Internally Oriented 
Subjects 
310.13 
304.58 
Externally Oriented 
Subjects 
nternally Oriented 
Subjects 
310.99 322.63 
316.44 323.73 
Externally Oriented 
Subjects 
Mean of The 
Means 
321.63 ! 316.M 
319.91 I 316.16 
Table IV: Showing mean of the means of internally and externally oriented subjects on 
academic performance 
HIGH LEVEL OF NEUROTICISM 
Internally Oriented Subjects 
Externally Oriented Subjects 
High Lonely 
310.13 
310.99 
Low Lonely 
322.63 
321.63 
LOW LEVEL OK NELKOTICSM 
High Lonely 
304.58 
316.44 
Mean >>i' 
The Morfns 
323 73 315; ' 
319 91 ; 317.24 
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Table V: Showing F-Ratio 
Source of Variation df Sum of 
Squares 
Mean 
Squares 
F-V alue 
Loneliness 
Neuroticism 
Locus of Control 
13095.80 13095.80 
3.33 3.33 
387.93 387.93 
14.46 
0.00 
0.43 
Loneliness X Neuroticism 1.74 1.74 0.00 
Loneliness X Locus of Control 1922.91 1922.91 2.12 
Neuroticism X Locus of Control 418.28 418.28 0.46 
Loneliness X Neuroticism X Locus of Control 1198.01 1198.01 1.32 
Within 392 355096.00 905.86 
Total 399 372124.00 
F-ratio for loneliness variation is 14.46 as shown in Table-V, which is 
significant indicating that high lonely and low lonely group of subjects differ 
with respect to academic performance. Ignoring all other variables, i.e.. 
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neuroticism and locus of control, we find in Table II that mean of the means 
for high lonely groups is 310.53 (310.13+310.99+304.58+316.44/4) and the 
mean of the means for low lonely groups is 321.97 
(322.63+321.63+323.73+319.91/4). Since, the mean of the means for high 
lonely subjects (i.e., 310.53) is markedly lower than the mean of the means for 
low lonely subjects (i.e., 321.97), it can safely be concluded that high lonely 
and low lonely subjects differ with respect to academic performance. More 
specifically, it is established that low lonely subjects show superior academic 
performance than their counterparts i.e., high lonely subjects. 
F-ratio for neuroticism variation is 0.00 (ref. Table-V) which is 
insignificant indicating that high level of neuroticism and low level of 
neuroticism subjects do not differ with respect to academic performance. 
Disregarding other variables i.e., loneliness and locus of control, it is found in 
Table III that mean of means for high level of neuroticism group of subjects is 
316.34 and the mean of means for low level of neuroticism group of subjects is 
316.16. Since the mean of the means for high level of neuroticism group of 
subjects (i.e., 316.34) is more or less the same as the mean of the means for 
low level of neuroticism group of subjects (316.16), it can safely be concluded 
that the variation in neuroticism has no differential effect on academic 
performance. 
As shown in Table IV, F-ratio for locus of control is 0.43 which is 
insignificant. The result suggests that internally oriented and externally 
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oriented subjects do not differ with respect to academic performance. 
Disregarding loneliness and neuroticism, it is found in Table IV that mean of 
the means for internally oriented group of subjects is 315.26 and the mean of 
the means for externally oriented subjects is 317.24. Since, the mean of the 
means for internally oriented group of subjects (i.e., 315.26) is more or less the 
same as the mean of the means for externally oriented group of subjects (i.e., 
317.24), it is established beyond doubt that locus of control has no differential 
effect on academic performance. 
F-ratio for interaction between loneliness and neuroticism, as shown m 
Table V is 0.00, which is also insignificant. The result suggests that there is no 
interactional effect of loneliness and neuroticism on academic performance as 
shown in Figure 1.0. In Figure 1.0 the two values of neuroticism (i.e.. high and 
low level of neuroticism) are shown on the horizontal axis. The data points 
represent means of the four conditions: Point 1 is the mean for the high level of 
neuroticism-high lonely group; point 2 is the mean for the high level of 
neuroticism-low lonely group; point 3 is the mean for the low level of 
neuroticism-high lonely group and point 4 is for the low level of neuroticism-
low lonely group. The line that connects point 1 and 3 represents the mean 
academic performance scores of high lonely subjects, half of them were high 
level of neuroticism and the other half were low level of neuroticism. The line 
that connects points 2 and 4 represents the mean academic performance scores 
of low lonely subjects, half of them were high in neuroticism and the 
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remaining half were low neuroticism subjects. Since these two lines are 
parallel, it is concluded that there is no interactional effect of loneliness and 
neuroticism on the academic performance. The same conclusion may also be 
drawn by turning our attention to Table VI. In Table VI, we find that the 
difference between high level of neuroticism-high lonely and high level of 
neuroticism-low lonely is 11.57, which is not different enough than the 
difference between low level of neuroticism-high lonely and low level of 
neuroticism- low lonely (i.e., 11.31) to make the interactional effect 
significant. The same conclusion may be drawn when difference in the other 
direction are compared i.e., the difference between high lonely-high level of 
neuroticism and high lonely-low level of neuroticism group (i.e., 0.05; ref. 
Table VI) is more or less similar to the difference between low lonely-high 
level of neuroticism and low lonely-low level of neuroticism group (i.e., 0.31; 
ref Table VI), the result clearly indicates the non-existence of an interactional 
effect of loneliness and neuroticism on academic performance. 
Table VI: Showing Mean Scores of Academic Performance Obtained by High Lonely High 
Level of Neuroticism, Low Lonely High Level of Neuroticism, High Lonely 
Low Level of Neuroticism, and Low Lonely Low Level of Neuroticism 
Subjects. 
Conditions 
High Level of Neuroticism 
Low Level of Neuroticism 
Differences 
High Lonely 
310.56 
310.51 
0.05 
Low Lonely 
322.13 
321.82 
0.31 
1 Differences 
11.57 
11 M 
100 
Loneliness X Neuroticism 
350 
340 
330 
Low Lonely 
I 320 ' 
o 
CO 310 High Lonely 
•§ 
• 300 a. 
E 
I 290 
u 
< 
I 280 
270 
260 
250 
1 2 
High Level of Neuroticisin Low Level of Neuroticism 
Figure 1.0 
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F-ratio for interaction between loneliness and locus of control is 2.12 
(ref. Table V) which is also insignificant. Result shows that there is no 
interactional effect of loneliness and locus of control on academic 
performance. 
In Figure 1.1 the two values of locus of control (internally oriented and 
externally oriented) are shown on the horizontal axis and the data points 
represent means of the four conditions: Point 1 is the mean for the internally 
oriented-high lonely group; point 2 is for the internally oriented-low lonely 
group; point 3 is for the externally oriented-high lonely group and point 4 is for 
the externally oriented-low lonely group. The line that connects point 1 and 3 
represents the mean academic performance scores of high lonely subjects, half 
of them were internally oriented and half were externally oriented subjects. 
The line that connects point 2 and 4 represents the mean academic performance 
scores of low lonely subjects; half of whom were internally oriented and 
remaining half were externally oriented subjects. Since these two lines do not 
cross each other, it is concluded that there is no interactional effect of 
loneliness and locus of control on academic performance. Moreover, it is 
evident from Table VII that the difference between internally oriented-high 
lonely group and externally oriented-high lonely group is 6.36, whereas the 
difference between internally oriented-low lonely group and externally 
oriented-low lonely group is 2.41. The difference between these two 
differences (i.e., 6.36 and 2.41) is not large enough to make the interactional 
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effect significant. The same results are obtained when differences in other 
direction are compared i.e., the difference between internally oriented-high 
lonely group and internally oriented-low lonely group (i.e., 15.83; ref Table 
VII) is not markedly higher than the difference between externally onented-
high lonely group and externally oriented-low lonely group (i.e., 7.06: ref 
Table VII) to make interactional effect significant. These results confirmed the 
non-existence of an interactional effect of loneliness and locus of control on 
academic performance. 
Table VII: Showing Mean Scores of Academic Performance Obtained By 
High Lonely-Intemally Oriented, High Lonely-Externally 
Oriented, Low Lonely-Intemally Oriented, and Low Lonely-
Extemally Oriented Subjects. 
Conditions 
Internally Oriented 
Externally Oriented 
Differences 
High Lonely 
307.35 
313.71 
6.36 
Low Lonely 
323.18 
320.77 
2.41 
Differences 
15.83 
7.06 
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LONELINESS X LOCUS OF CONTROL 
350 
340 
(1) 
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Internally Oriented Externally Oriented 
Figure 1.1 
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F-ratio for interaction between neuroticism and locus of control, as 
shown in Table V, is 0.46 which is also insignificant. Result shows that there is 
no interactional effect of neuroticism and locus of control on academic 
performance. 
In Figure 1.2 the two values of neuroticism (i.e., high level of 
neuroticism and low level of neuroticism) are shown on the horizontal axis and 
the data points represent the means of the four conditions: Point 1 is the mean 
for the high level of neuroticism-intemally oriented group; point 2 is the mean 
for the high level of neuroticism-extemally oriented group; point 3 is the low 
level of neuroticism-intemally oriented group and point 4 is for the low level 
of neuroticism-extemally oriented group. The line that connects point 1 and 3 
represents the mean academic performance scores of intemally oriented 
subjects, half of them were high level of neuroticism and other half low level 
of neuroticism. The line that connects line 2 and 4 represents the mean 
academic performance scores of externally oriented subjects, half of them 
being high level of neuroticism and the next half low level of neuroticism 
subjects. Since these two lines do not cross each other, it is concluded that 
there is no interactional effect of neuroticism and locus of control on academic 
performance. This conclusion is verified when we look at Table VIII. This 
Table shows that the difference between high level of neuroticism-intemally 
oriented and high level of neuroticism-extemally oriented is 0.07, whereas the 
difference between low level of neuroticism-intemally oriented and low level 
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of neuroticism-extemally oriented is 4.02. The difference between these two 
differences is not large enough to make interactional effect significant The 
same results are obtained when the difference in other direction are compared, 
i.e., the difference between high level of neuroticism-intemally oriented group 
and low level of neuroticism-intemally oriented group (i.e., 2.23; ref Table 
VIII) which is more or less similar to the difference between high level of 
neuroticism-extemally oriented and low level of neuroticism-extemally 
oriented groups (i.e., 1.86; ref Table VIII). These results cleariy indicate the 
non-existence of interactional effect of neuroticism and locus of control on 
academic performance. 
Table VIII: Showing Mean Scores of Academic Performance by High Level 
of Neuroticism Internally Oriented, High Level of Neuroticism 
Externally Oriented, Low Level of Neuroticism Internally 
Oriented, and Low Level of Neuroticism Extemally Oriented 
Subjects. 
Conditions 
High Level of Neuroticism 
Low Level of Neuroticism 
Differences 
Internally Oriented 
316.38 
314.15 
2.23 
Externally Oriented 
316.31 
318.17 
1.86 
Differences 
0.07 
4.02 
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F-ratio for interaction among loneliness, neuroticism and locus of 
control as shown in Table V is 1.32, which is insignificant. To examine the 
nature of loneliness x neuroticism x locus of control interaction, we have 
considered neuroticism and locus of control interaction separately for each 
value of loneliness as shown in Table IX. 
Table-IX: Two-Way Table of Mean for Neuroticism and Locus of Control 
for Each Value of Loneliness. 
Conditions 
High Level of Neuroticism 
Low Level of Neuroticism 
High Lonely 
Internally 
Oriented 
310.13 
304.58 
Externally 
Oriented 
310.99 
316.44 
Low Lonely 
Internally 
Oriented 
322.63 
323.73 
Externally 
Oriented 
321.63 
319.91 
The graph for high level of neuroticism and low level of neuroticism 
against locus of control for high lonely is shown in Figure 1.3 and the graph for 
high level of neuroticism and low level of neuroticism against locus of control 
for low lonely is shown in Figure 1.4. When we examine the neuroticism x 
locus of control interaction separately for each value of loneliness, we fmd that 
these interactions are of same form for each value of loneliness. It can, 
therefore, be concluded that the loneliness x neuroticism x locus of control 
interaction is not significant. Further, it may also be noted that the form of 
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graph in Figure 1.3 and 1.4 are similar. This finding also leads us to conclude 
that there is no interaction effect of loneliness x neuroticism x locus of control 
on academic performance. 
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DISCUSSION AND CONCLUSIONS 
The first finding of our research i.e., high lonely subjects show poorer 
academic performance than low lonely subjects, is in the expected direction. It 
has been established beyond doubt that people experiencing loneliness often 
feel depressed, anxiety, anger and develop poor self concept. Moreover, lonely 
individuals are often overly self critical and self absorbed in their unhappiness. 
These characteristics of the individual are bound to impair their academic 
performance. Numerous studies have provided empirical support to this 
contention Goswick and Jones (1981), for instance have demonstrated a 
positive relationship between loneliness and poor self concept and Bartlett 
(2002) has found that lonely individuals are depressed, they lack a clear 
purpose (meaningful goals) and develop feelings of inadequacy (self esteem), 
which, in turn, lead to low level of academic achievement. Similarly, Demir 
and Tarhan (2001) have found positive relationship between loneliness and 
social dissatisfaction and their results also revealed a significant relationship 
between achievement scores and loneliness, indicating that as the level of 
loneliness increased, academic achievement decreased. The first finding of our 
research is in total agreement with the findings cited above. Our finding also 
supports the view that loneliness induces depression, anxiety and poor self 
concept, which, in turn, causes poor academic performance (Ashtiani, Ejei, 
Khodapanahi and Tarkhorani, 2007). 
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Another potential explanation of our present finding may be the fact that 
a positive relationship has been found between loneliness and neuroticism, 
between loneliness and satisfaction with life, between loneliness and anxiety, 
and between loneliness and maladjustment (Neto and Barros, 2000, 2003; 
Tumkaya, Aybek and Celik, 2008). It is very much obvious that a person, 
who is neurotic, dissatisfied with his life, anxious and maladjusted, is likely to 
show poorer academic performance as compared to a person who does not 
have these characteristics. The first finding of our investigation provides strong 
empirical support to this contention by showing that high lonely subjects 
secured poorer marks in their examination as compared to low lonely subjects. 
Personality factors like low self esteem, social anxiety and shyness 
significantly contribute in the development of loneliness (Jong-Gierveld, 
1987). These personality characteristics are assumed to impair academic 
performance. Our first finding provides empirical support to this assumption. 
Our finding is also consistent with the findings obtained by Ashtiani, Ejei, 
Khodapanahi and Tarkhorani (2007), who have demonstrated a negative 
significant relationship between self-concept, self-esteem and depression 
which decreases academic achievement. 
Last but not the least important explanation of our finding, i.e, high 
lonely subjects show poorer academic performance as compared to low lonely 
subjects, is consistent with the previous results (Perry et. al., 1988,- Boulton & 
Smith, 1994,- Austin & Joseph, 1996; Ladd, Kochenderfer & Coleman, 
113 
1997; Graham & Juvonen, 1998; Hodges & Perry, 1999; Andreou, 2000; 
Schwartz, 2000; Schwartz et. al., 2001; Kochenderfer-Ladd & Skinner, 
2002). 
The second finding of our research, i.e., subjects with high level of 
neuroticism and subjects with low level of neuroticism did not differ with 
respect to their academic performance, is an addition in the already existing 
gravely conflicting findings regarding the impact of neuroticism on academic 
performance. There are good number of studies which have found negligible or 
no relationship between neuroticism and academic perfonnance 
(Mwamwenda, 1995; McKenzie, Taghavi-Khonsary and Tindell, 2000; 
Furnham, Chamorro-Premuzic and McDougali, 2003), other investigators 
have demonstrated negative correlation between neuroticism and academic 
performance strongly suggesting that neuroticism impairs academic 
performance. (Savage, 1962; Chamorro-Premuzic and Furnham, 2003; 
Diseth, 2003; Laidra, Pullman and AUik, 2006; Pallegama, Ariyasinghe 
and Parera, 2007). To add fliel to fire, interestingly some researchers have 
shown facilitative effect of neuroticism on academic performance (Furneaux, 
1956, 1962; Broadbent, 1958; Lynn, 1959; Lynn and Gordon, 1961; 
Upmanya, 1974). Still other investigators have observed a U- Shaped 
relationship between neuroticism and academic success (Lynn and Gordon, 
1961; Savage, 1962; McKenzie, Taghavi-Khonsary and Tindell, 2000). 
Such a curvilinear relationship was explained in terms of Yerkes-Dodson law 
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which states that the optimum drive required for efficient learning is mversely 
related to the complexity of the task. Hence, Lynn (1959) has reported 
neuroticism impairs performance when the task is difficult but facilitates 
performance when the task is simple or easy. Similariy, McKenzie, Taghavi-
Khonsary and Tindell (2000), have observed negligible or negative 
correlation between neuroticism and academic achievement for the low super-
ego group of subjects but observed positive correlation between neuroticism 
and academic achievement for the high super-ego group of subjects. 
In the light of these conflicting findings regarding the impact of 
neuroticism on academic performance, the second finding of our research is in 
agreement with the findings obtained by (Mwamwenda, 1995; McKenzie, 
Taghavi-Khonsary and Tindell, 2000; Furnham, Cliamorro-Premuzic and 
McDougall, 2003), who have also demonstrated that neuroticism has no effect 
on academic performance. 
The third finding of our research i.e., internally oriented subjects and 
externally oriented subjects did not significantly differ in their academic 
performance, is surprising and in the unexpected direction, hence needs deep 
and through analysis. In view of the characterisdcs of internally oriented and 
externally oriented subjects, a positive relation between locus of control beliefs 
and achievement is logical. Logically, if success is positively valued, people 
who feel more able to control outcomes should exert more effort and hence 
should get greater success as compared to externally oriented people who 
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firmly believe that the outcome is the result of luck and chance. For example, 
an internal student, who studies hard and done well on a test, will attribute the 
success to own actions. This student will then continue to study hard, because 
an expectation to succeed in the future is established. Moreover, the individual 
feels a positive emotional response of pride for the successes, which 
strengthens the expectation and the motivation. On the other hand, an external 
student may study and do well on a test, but may believe the success is due to 
an easy test, or luck, or a variety of other factors. This student does not 
attribute success to own actions, and so may not consistently study. Therefore, 
the more internal the perspective, the greater the expectation, and the stronger 
the motivation to achieve. Thus numerous studies have shown that internally 
oriented subjects show superior academic performance than externally oriented 
subjects (Phares, 1976; Lefcourt, 1976; Bar-Tal and Bar-Zohar, 1977; 
Wiest, Wong and Kreil, 1998; Garden, Bryant and Moss, 2004; Gifford, 
Mianzo and Briceno-Perriott, 2006; Kirkpatrick, Stant, Downes and 
Gaither, 2008). The second finding of our investigation is not in agreement 
with the finding cited above. However, our finding provides strong empirical 
support not only to Phares, Wilson and Klyver' (1971) hypothesis but also to 
the findings obtained by previous researchers. Phares, Wilson and Klyver' 
(1971), hypothesized that the generalized expectancies for internal verses 
external control of reinforcement would operate in a situation which does not 
provide any very explicit cues that external forces may have influenced one's 
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performance, but would recede in importance in a situation which does provide 
such explicit cues. The academic setting provides a number of explicit cues 
relating to the course and the instructor arousing specific expectancies 
regarding the locus of blame for poor academic performance. On the basis of 
Phares' hypothesis, it would be predicted that individual differences in locus of 
control would be unrelated to attribution of responsibility for poor academic 
performance. Thus, the second finding not only provides empirical support to 
this hypothesis, but also is in agreement with the finding obtained by 
Brenenstuhl and Badgett (1977) and Gadzella, Williamson and Ginther 
(1985), who did not find any significant correlation between academic 
achievement and locus of control. 
Another possible explanation of the second finding may be given in 
terms of size of the sample. As states elsewhere there were 50 subjects in each 
group which may not be considered as large sample. It is possible that if large 
sample is used the result may be reversed. Hence further research is needed in 
future using large sample. The finding of such a study may resolve the 
controversy regarding the impact of locus of control on academic perfonnance. 
The foregoing discussion clearly highlighted the existing controversy regarding 
the influence of locus of control on academic performance. We have just 
noticed that a large number of studies have found that internally oriented 
subjects show better academic performance than externally oriented subjects. 
But at the same time other studies, though smaller in number, demonstrated no 
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relationship between locus of control and academic performance, i.e., internal 
and external oriented subjects did not differ with respect to academic 
performance. Hence, an exhaustive study is needed to resolve this controversy. 
All the interactional effects, i.e., interaction between loneliness and 
neuroticism; interaction between loneliness and locus of control; interaction 
between neuroticism and locus of control and interaction among lonehness, 
neuroticism and locus of control are insignificant. These insignificant 
interactional effects suggest that all the independent variables worked 
independently. For example, the insignificant interaction between loneliness 
and neuroticism suggest that the academic performance of high lonely and low 
lonely subjects is independent of neuroticism. The other insignificant 
interactional effects may possibly be explained in the same way. 
The overall findings of the present research at least highlight the fact 
that student should not feel lonely whether they are at home or in hostels, for 
loneliness is found to have profound adverse effects on academic performance. 
On the basis of our findings, it is strongly recommended to parents and 
academic administrators to leave no stone unturned to evolve a mechanism by 
which a student may not develop a feeling of loneliness. In this sense the 
findings of the present research are very important for parents and academic 
administrators. 
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SUMMARY 
Any seat of learning may be divided into three important component i.e. 
student community, teaching staff and non teaching-administrative staff. 
Though each component plays important role in the smooth functionmg of the 
educational institution, the student community occupies the central position. It 
will not be hyperbolic to say that the very existence of the educational 
institution heavily depends on the student community. Thus, the student 
community is the core component of the educational institution The 
educational institution whether it is a school or a college or a university is 
established only to impart knowledge to the students. Hence, the reputation of 
any educational institution depends to a great extent on the academic 
performance of the students. 
It has generally been observed that even in most reputed educational 
institutions, there is wide variation in the academic performance of the 
students. One segment shows remarkable academic performance, whereas 
other segment shows poor academic performance. Such variation in academic 
performance continues to exist even when equal facilities and opportunities are 
provided to all students. Social scientists especially Psychologists have been 
burning mid light lamp to identify the variables which may be responsible for 
such variation in the academic performance of the students. Some studies have 
demonstrated that the differences in the intelligence level of the students may 
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be one of the contributing factors for differences in the academic performance 
of the individual. 
There is a large body of research data demonstrating the determining 
influence on academic achievement of certain factors lying outside the 
individual, such as socio-cultural background, home conditions and schooling 
facilities. With intelligence being held constant, differences m these 
environmental factors are bound to affect academic achievement. If these 
environmental factors are also held constant, as they might be well in 
homogeneous group of subjects exposed to similar environmental conditions, 
still the phenomenon of over-underachievement exists, and we assume that 
they do, and then study habits and certain personality factors will have to be 
added in accounting for the differences in academic achievement. 
ACADEMIC PERFORMANCE 
Academic performance is related to the acquisition of principles, 
generalization, capacity to perform efficiently and certain manipulations of 
objects, symbols and ideas. Assessment of academic performance has been 
largely confined to the evaluation in terms of information, knowledge and 
understanding. The dictionary of Education prepared by Good (1973) defines 
that academic achievement is the "knowledge attained or skills developed in 
the school subjects, are usually designed by test scores or by mark assigned by 
teacher or by both." Hawes and Hawes (1982) defined academic achievement 
as the successful accomplishment or performance in particular subjects, areas, 
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or courses, usually by reasons of skill, handwork, and interest typically 
summarized in various types of grades, marks, scores, or descriptive, 
commentary. 
Academic achievement is of great importance in the present socio-
economic and cultural context. Obviously in schools great emphasis is placed 
on formal education. The effectiveness of any educational system is gauged to 
the extent of the student achievement whether be it in cognitive, affective or 
psychomotor domain. 
According to the new Webster's Dictionary, academic achievement may 
be defined as "The act of achieving or performing, accomplishment an exploit, 
and a great or heroic deed, and a feat". Therefore, to maximize the 
achievement within the given set up is the ultimate goal of every educational 
process. 
The reason for studying subject is that the value of academic 
achievement is dichotomous first to pursue higher education; the second new 
task and lucrative jobs. Consequently pressure on school and college going 
students for achieving high academic scores increased astonishingly. Parents 
be to see still more conscious about higher academic scores in examination of 
their children as they found that their wards would remain lagging if an aspired 
job children could not get even after spending sixteen or more years m 
schooling and investing most of the economic resources. Higher grades in the 
class will be an indicator of better learning and knowledge and better grades 
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would entail upward promotion to the higher category and would be helpful m 
getting employment. Parents assume and attach higher standard of academic 
achievement of their children consciously or unconsciously without equitable 
consideration of their abilities, capabilities, and essential physical facilities and 
personality traits. 
There is a substantial body of evidence that suggests that personality 
variables like loneliness, neuroticism, and locus of control have great impact 
on the academic performance of the students. Hence these personality traits 
need some explanation. 
LONELINESS 
Loneliness is the inability to maintain the level of affiliation one desires. 
It is subjective state: A person can be alone and not feel lonely, or be in a 
crowd and feel lonely. The partners in a long marriage can experience 
loneliness, whereas a recently widowed person may not feel lonely (Tornstam, 
1992). Loneliness occurs only when the actual level of affiliation does not 
correspond to the desired level. 
At least two distinct form of loneliness exist, emotional isolation and 
social isolation (Peplau and Perlman, 1982). In emotional isolation, a person 
feels a lack of deep emotional attachment to one specific person. By contrast, 
people who experience social isolation suffer from a lack of friends, associates, 
or relatives (Dugan and Kivett, 1994). 
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The two types of loneliness often do not go hand in hand. For example, an 
individual may have many friends and acquaintances and a large, extended 
family, yet lack any single person with whom to share a deep relationship. 
Similarly, people who frequently attend parties or eat in crowded cafeterias 
with many others may still experience a sense of loneliness if they feel 
emotionally detached from the people who surround them. Although they 
might not feel socially isolated in such cases as these, they may experience 
emotional isolation (Russell et al., 1984; Bell, 1993). 
Of course, being alone is not invariably bad. Many people crave time by 
themselves. What is critical in producing loneliness, then, are the attributions 
we make regarding the experience of being alone (Dykstra, 1995; Archibald, 
Bartholomew and Marx, 1995). 
There are many possible sources of loneliness, both situational and 
circumstantial (e.g. death of loved one, unemployment, moving) and personal 
or psychological (e.g. shyness, poor health, poor social skills). Experiences of 
loneliness and their intensity will usually reflect some combination of these 
factors. 
For many students, university is a time of much excitement and 
exhilaration that comes with change, growth, and new horizons. However, 
most students experience brief periods of loneliness from time to time during 
their college years. For some, the experience of loneliness can be extended and 
debilitating. It can have a negative effect on academic performance and on 
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personal growth and development. Still, loneliness is a normal experience that 
student can learn to cope with constructively and effectively. 
CAUSES OF LONELINESS 
Almost everyone experiences loneliness at some time in his or her life. 
There are many factors that contribute to feeling lonely. Making a major life 
change such as leaving home to go to college, ending a relationship, changing 
jobs, or moving to a new geographical location can put a person in a position to 
experience loneliness. When we are separated from familiar people and places, 
we often feel disconnected, like we don't belong, for a time. Usually, as we 
meet people and become familiar with places, the feeling subsides fairly 
quickly. 
Some people fell disconnected or left out because they don't know how 
to approach or contact others socially. Many fear being rejected so they don't 
attempt to make friends or develop relationships. 
The real culprit though is how we interpret being separated or alone. 
Intense feelings of loneliness are generally accomplished by thoughts like "I 
don't have lots of friends because I'm not really worthy of them."' 'Tm not 
interesting enough to be noticed or attractive." People with low self-esteem 
often believe that others would not be interested in knowing them and that their 
loneliness is evidence of their weakness as a person. 
However, the main causes of loneliness are as under:-
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Being abused and rejected by others. In this case, people outside of the 
lonely individual have treated this person in a rejecting manner. These include 
things like being lied to, being made fun of, being abandoned or rejected (by 
family and friends), being told abusive things like, "you're no good", or "we 
don't want you around." In these cases of verbal and psychological assaults, 
individuals develop defensive walls to protect themselves from this negative 
environment; often times shutting out both people that can help them as well as 
those that can harm them. 
Being unable to fit in. Closely linked to the previous idea is another idea of 
being unable to fit in. Sometimes lonely individuals feel as if they are "a black 
pearl in a box of shining jewels." They feel like a misfit, someone who cannot 
fit in with the rest of the crowd. Very often there are feelings of wanting to be 
like everyone else, to be "normal" instead of standing out and being rejected 
because of it. In some cases, the desire may extend to being popular and well-
liked, not only fitting in but being looked up to and admired. 
Broken heart or missing someone. Not surprising, in some of the poems, 
it is encountered that loneliness was because of a reason break up in a romantic 
relationship, or just simply missing that special someone in their life. 
Sometimes when romantic relationships end, there is a feeling of intense 
loneliness, and this was especially the case for lonely individuals who 
experienced a break up with a person that they were still in love with. Withm 
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all of us is a desire to have special people close to us, and when that special 
someone is torn away from us, these intense feelings of loneliness can occur. 
CHARACTERISITCS OF LONELY PERSONS 
According to Edmiston (2007) the lonely person may be characterized as: 
a) They have high expectations of others. When these high expectations 
are not met they get disappointed and then retreat into their shells. 
b) They require people to agree with them exactly. Over the years they 
narrow down the range of acceptable people until there is no-one left 
c) They expect good to be done to them first before they will reciprocate 
and they are always waiting for someone else to act and thus they do not 
take the first step. 
d) They move location too often to develop deep friendships. 
e) They are impatient with others. Love is patient and takes time to 
develop. 
f) They believe they are elite and "cannot associate" with most people. 
g) Sometimes they lack knowledge of how to go about making friends, 
engaging in small talk and showing the gestures of acceptance - smiling, 
nodding, and small courtesies. 
h) Lack of listening skills. Poor listeners often come across as self-centered 
so they have few friends, 
i) An "all or nothing" view of acceptance and rejection, 
j) Anger - at one's self, at others, at the world in general. Anger isolates. 
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k) Fear of embarrassment and fear of rejection. 
1) Distrust of others as the result of a severe life trauma. 
m) Being overwhelmed by life so they choose isolation to reduce the stress 
levels. 
n) Being so consumed by the need to perform that life is "all work and no 
play". 
o) Being so competitive that life is a "battle" where everyone else is a rival 
and friendship is thus excluded. 
HOW DOES LONELINESS AFFECT PEOPLE? 
A primary problem with loneliness is that when people experience it, 
they often engage in defensive behaviors that may provide some immediate 
relief from the pain, but in the long run perpetuate the feelings of loneliness. 
For example, some people who feel lonely withdraw from many of their 
existing social contacts or from opportunities for contacts with others because 
they fear rejection. They retreat to the security of their home after school or 
work and narrow their activities to reading, watching television, or hobbies 
they can do alone. While learning to spend enjoyable time alone is important 
and helpful, avoiding social engagement is counterproductive. 
Others compensate for their feelings of loneliness by over activity. By working 
long hours, immersing themselves in campus activities, or occupying 
themselves with other types of constant activity, they avoid the painful feelings 
that loneliness can bring. Still others unintentionally sabotage their relationship 
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by exhibiting overly possessive, clinging, depended behavior. Some attempt to 
anesthetize themselves with food and/or alcohol and other drugs. 
All of these behaviors are self-defeating because, while they may 
provide immediate emotional relief, they tend to confirm the lonely person's 
irrational self-beliefs about not being worthy of others' friendship or 
companionship. 
NEGATIVE EFFECT OF LONELINESS 
People experiencing loneliness often feel depressed, anxious, and/or angry. 
Some may experience physical symptoms such as headaches, stomach pain, 
and reduced energy. They are often overly self-critical and self-absorbed in 
their unhappiness. 
If you are lonely you may find yourself engaging in the following behaviors 
that perpetuate the problem: 
• You experience low self-esteem. You depend on your classmates and 
friends to build your self-esteem and to initiate activities, etc. 
• You blame yourself and other students for your poor social 
relationships. You falsely assume that nobody likes you. 
• You do not make any attempt to get involved in social activities. You 
expect everyone that you admire to like and include you in their 
activities and conversations. If they do not include you in their social 
activities you may become more withdrawn, angry, and isolated from 
other activities. 
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• You become self-conscious and worry unnecessarily about being 
evaluated by your instructors, classmates, and peers. 
• You have difficulty engaging in assertive behavior. You are afraid to 
stand up for your rights and say "no" to unreasonable requests. 
• You avoid meeting people and new situations. You have difficulty 
introducing yourself, making telephone calls and participating in group 
activities. 
• You perceive yourself in a negative way. You become overly critical of 
your physical appearance. 
• You feel isolated, alone and unhappy about your situation. 
HOW TO OVERCOME LONELINESS AND REGALN A 
POSITIVE OUTLOOK 
Loneliness can be overcome. But it depends on YOU. Only you can build 
your self-esteem and learn to feel good about yourself If you are lonely, do 
something about it: 
• Seek out situations that enable you to get involved with other students. 
For example, ask someone in your class to be your study partner. 
• Learn to be assertive. If you are shy, learn to say hello or start a short 
conversation with the student who sits next to you in class, on the bus, 
etc. Get involved in class discussions. 
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• Learn to enjoy life by developing your social skills. If you see someone 
that you like, don't just sit there and hope that the person will come to 
you. Make the first move. Use verbal or nonverbal cues to let the person 
know that you are interested in getting to know him/her. For example, 
make eye contact and smile. You can also go over, say "hi', and 
introduce yourself. 
• Do some volunteer work, helping others will boost your self-esteem and 
make you feel good about yourself 
• Don't judge people on the basis of your past experiences. Give your 
instructors, classmates and peers a chance, and try to get to know them. 
Remember! There are individual differences in people. Learn to admire 
and accept these differences. 
• When you are alone, use the time to enjoy yourself. For example, listen 
to music or watch a favorite television show. Do not spend the time 
eating endlessly or worrying about your problems. 
• Remember that loneliness is very common. Almost everyone feels it at 
some time. It is not a defect. It is something that can be changed It is a 
sign that important needs are not being met. Changing the situation may 
involve finding and developing a circle of friends, but it may also mean 
finding ways of learning to enjoy your times alone; to use them more 
constructively and pleasurably. 
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• Do not wait for other people to visit you or speak to you. Try to talk to 
people you sit next to in class or at meals or in breaks at work. Say 
hello, or even just smile, at people you pass on the staircase or 
elsewhere in college or in your workplace. 
• Try to put yourself in new situations where you will meet people with 
interests in common. Choose activities that you are genuinely mterested 
in and enjoy - societies or sports or voluntary work. Do not, however, 
over-extend yourself, filling your time with too many things just to 
avoid being alone. 
• Do not deprive yourself of things you would like to do just because you 
have nobody to do them with e.g. going to a concert or for a walk, or 
seeing a film. 
• Try not to be critical of your efforts. Remind yourself that intimate 
friendships take time to develop. Do not disparage friendships m the 
belief that only romantic relationships will relieve your loneliness or 
give you confidence and social status. 
• Build relationships by being a good friend to others. 
• Respond to others and their interests (but do not feign an interest you do 
not feel). 
• Some people are more at ease in groups and others in 'one to one' 
situations. Consider your own preferences and 'style'. Find others with 
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similar outlooks and interests. Remember that, despite appearances, not 
everyone is interested in bars or sports. 
• Challenge the reality of your pessimistic or negative thought. Much of 
what we experience as loneliness comes from irrational interpretations 
of our current life situations. You may not even be aware of negative 
thoughts about yourself, so the first step is to try to identify negative 
self-thoughts you may be having about your current life situation. Then 
look for contrary evidence to your irrational thoughts (e.g. you've had 
friends before, you've been in a good relationship, you've had positive 
working relationships, etc.) It's almost always there. 
• Take advantage of this particular time in your life to do some things you 
want to do for yourself. This is probably a time when you have fewer 
time commitments and obligations to others, so enjoy it! You can do 
more of what you want to do, when you want to do it. 
• This is a good time to focus on you and learn more about yourself Take 
time to develop personal interests that you may not have had time for 
before. 
• Get involved in activities that are interesting to you and that will put 
you in a position to meet, work, and socialize with others. Getting 
involved with campus activities, volunteering, or working for a cause 
you believe in will help you to meet people with similar interests and 
values. 
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• Try a new recreational activity. Exercise and physical activit\ will 
increase your energy and help you to feel better about yourself. 
• Work on developing relationships with others. Avoid impulsive, 
desperate, and "clingy" behaviors that tend to drive others away. Some 
helpful tips on developing relationships are included in the TX State 
brochure, Meaningful Relationships: How to Attract Them, Nurture 
them, and Keep Them. 
• Work on your listening and communication skills. Ask others about 
themselves and seek their opinions. Listen attentively and actively. 
• Present a positive self-image. Greet others with a friendly smile, a 
strong handshake, and direct eye contact in a n assertive manner Let 
others know from your body language that you welcome their 
communication with you. People who act shy or timid are often avoided 
by others who fear being too intrusive or overpowering. 
LONELINESS VERSES ACADEMIC PERFORMACE 
Loneliness is a very important personality trait which is coloured with 
emotions including unhappiness, distress, and irritability. According to Weiss 
(1973), there are two sources of loneliness. The first is "emotional isolation" 
and the other one is "social isolation". Emotional isolation occurs when people 
lack intimate and stable attachment whereas social isolation is due to lack of 
friends and community. If either type of isolation lasts too long, lonely people, 
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may sink into a self critical depression (Peplau, Russell and Heim, 1979). It is 
important to point out that loneliness is not the same thing as solitude or being 
alone. It has been observed that many individuals live alone but do not feel 
lonely simply because of the reason that they have close ties to good friends 
and family. Other individuals, on the other hand, live in large families but feel 
desperately lonely because they think that no one understand them or cares 
about them. Hence feeling of loneliness can not be understood by studying 
actual isolation. Certain events of life such as the break up of dating 
relationship or a marriage, widowhood, moving away from home, loosmg a 
job, quarrelling frequently with family and friends may set the stage for 
loneliness (Rubenstein and Shaver, 1982). It is interesting to note that 
loneliness depends on how a person interprets and reacts to these events 
overtime. Paplau and Perlman (1982) and Weiner (1985) have identified 
three styles of thinking that are related to prolonged loneliness and 
unhappiness. According to them the first style of thinking related to prolonged 
loneliness is intemality i.e. the person believes that reason for his loneliness is 
either internal or external. Internal reasons are manifested in such statement as 
"I am unattractive"; "I do not know how to make friend". External 
explanafions, on the other hand, are manifested in such statements as "The 
people I work with are unfriendly", "I am having a run of bad luck". In either 
type of thinking the individual either blames himself or others. However, it has 
been observed that internal blames tend to make lonely people more 
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withdrawn. In second type of thinking is known as stability, the reason for his 
loneliness is either permanent or temporary. Needless to say people who 
believe that the reason for their loneliness is permanent they make no efforts to 
improve their circumstances and hence they remain lonely. Control is the third 
style of thinking related to loneliness. According to this style of thinking the 
lonely person believes that there is absolutely nothing one can do to change the 
situation. Such style of thinking often prolongs the loneliness and the lonely 
persons feeling of despair. It has been observed by Anderson, Horowitz and 
French (1983) that the people who believe their loneliness is the result of 
internal, stable causes tend to feel depressed and helpless and remain stuck in 
their misery, whereas people who believe their loneliness is due to 
controllable, temporary causes whether internal or external, are more likely to 
fight back, to make new friends, to change themselves or their circumstances. 
In view of these findings it is logical to assume that lonely persons who differ 
with respect to their beliefs about the causes of their loneliness may also differ 
with respect to their academic performance. More specifically, it is assumed 
that the people who are high on loneliness scale are expected to show poorer 
academic performance as compared to those individuals who are low on 
loneliness scale. 
Another consideration that motivated the author to undertake the present 
investigation is the fact that there is substantial body of evidence showing 
impact of neuroticism on several aspects of behaviour. The characteristics of 
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this personality variable strongly suggest that neuroticism is likely to affect 
academic performance. 
NEUROTICISM 
Neuroticism is a cognitive-affective trait or a negative expression of 
personality. Neuroticism, or negative affectivity, is one of a small set of global 
traits that reflect one's general approach to life and summarize the tendencies 
of individuals (Denollet, 1993). The personality dimension of Neuroticism 
reflects the tendency to experience emotional distress and the inability to cope 
effectively with stress. Highly neurotic people are extremely tense, anxious, 
insecure, suspecting, jealous, emotionally unstable, hostile and vulnerable 
(Maddi, 1980). 
Personality Psychologists currently use the term Neuroticism or 
negative affectivity to refer to a stable and heritable personality trait that 
involves a temperamental sensitivity to negative stimuli (Tellegen, 1985). That 
is people who are high on this trait are p'-one to experiencing a broad range of 
negative moods including not only sadness, but also anxiety, guilt and hostility. 
Clark and Livesly (1994) also concluded that positive affectivity involves a 
disposition to feel joyful, energetic, bold, proud, enthusiastic and confident; 
people low on this disposition tend to feel unenthusiastic, unenergetic, dull, flat 
and bored. Neuroticism as a personality trait has been shown to include facets 
of anxiety, anger, hostility, depression, self-consciousness, impulsiveness and 
vulnerability (Costa and Widiger, 1994). 
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Neuroticism is generally conceived as emotional instability. Traits of 
neuroticism include being calm or anxious, composed or excited, poised or 
nervous. Neurotic individuals are generally complainers and defeatists. While 
analyzing the personality characteristics of neurotic individuals, Conley (1984) 
and McCrae and Costa, (1984) observed that these persons complain about 
different things at different ages and are always ready to see the sour side of 
life and none of its sweetness. 
Neuroticism is also referred as negative affectivity. Since it has been 
demonstrated that emotions tend to occur in cluster i.e. a person who feels one 
negative emotion tends also to feel others, it is, therefore, expected that the trait 
negative affectivity (NA) describes a person's tendency to feel anger, scorn, 
guilt, anxiety, sadness and other negative moods (Watson and Clark, 1984). 
Watson and Pennebaker (1989) have demonstrated that high NA people 
frequently feel worried and tense even in the absence of objective problems. 
They further found that high NA people as compared to low NA people 
complain more about their health and report more physical symptoms even m 
the absence of health problems 
NEUROTICISM VERSES ACADEMIC PERFORMANCE 
In view of such characteristics of neurotic persons, investigators 
directed their attention towards academic performance of such individuals. 
Numerous researches assumed that low NA students are likely to show better 
academic performance as compared to high NA students. A large number of 
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studies were carried out to test this assumption. The findings obtainea by 
various researchers are quit conflicting. For instance Furneaux (1956), Lynn 
(1959), Biggs (1959) Goh and Moore (1978) and Savage (1972) obtained 
positive correlation between neuroticism and academic performance, whereas 
Sarnoff et al., (1959) and Bending (1960) found no association between 
neuroticism and academic achievement. Moreover, McCandles and 
Castaneda (1956) and Savage (1962) found negative correlation between 
neuroticism and academic performance. Whereas, Walsh and Walsh (1978) 
found a curvilinear relationship between neuroticism and academic 
performance. 
Most recently, Svanum and Zody (2001) predicted that anxiety would 
be negatively correlated with academic achievement, but were surprised to find 
that students with some type of anxiety disorders actually had high GPAs. 
McKenzie, Gow and Schweitzer (2004) contended that a student's level of 
neuroticism or emotional instability does not directly affect grades and 
academic performance. Instead their study found previous academic 
performance, displaying high levels of conscientiousness, an internal locus of 
control, and valuing the task to be the most important predictors of learning 
strategies used by college students. Consequently, having motivation, the skill 
to perform, and the willpower to succeed are all essentials for students to 
achieve high academic success. 
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Vidhu (1968) conducted a study to find out the relationship between the 
two factors. The sample consisted of 300 students, proficient in English as well 
as in Hindi, studying in classes, eight to tenth. The group of students was 
divided into three subgroups, each consisting of 50 boys and 50 girls. The JPl 
for the first group and the MPI for the second and third group were employed 
to measure personality variable. The investigation reveals that the relationship 
between neuroticism and educational attainment and vocabulary were negative. 
Basu (1970) hypothesized that the higher the academic success of the 
students, the lower the neuroticism scores. A sample from secondary school 
students in Bengal was selected for the study. The Moudeslay Personality 
Inventory and results obtained were employed to measure the variables. The 
study reveals that there was a correlation -.9 between neuroticism scores for 
each group and academic success. 
The studies reviewed above have obtained a negative but signiilcant 
relationship between neuroticism and academic achievement. On the other 
hand Upmanya (1974) obtained a positive relationship between neuroticism 
and academic achievement. However, the obtained co-efficient of correlation 
was .11 which is too low to be of any significance. The low correlation is 
attributed to the curvilinear relationship between the two variables. The present 
study is designed to resolve these conflicting findings. 
Another important variable, which though extensively investigated, is 
locus of control. It is one of the most powerful personality traits, which 
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influence widest range of behavioural patterns including physical and 
psychological health. Thus, one of the most important considerations that 
motivated the present researcher to carry out this investigation is to see how 
locus of control affects academic performance. 
LOCUS OF CONTROL 
Do we feel that a college is a bore? Was that poor marks last semester 
because the instructor disliked me? Are our good marks this semester due to 
luck? If answered, "Yes" to these questions, we may be an "external", that is 
we believe that we have little control over the outcomes of our actions-the 
locus of control is outside us. If answered "No", we may be an "internal'", that 
is, we believe that we can control what happens to us-the locus of control is 
within us. 
A concept first developed by Phares (1957) relating to beliefs about 
internal verses external control of reinforcement. It is assumed that individuals 
develop a general expectancy regarding their ability to control their lives. 
People who believe that the events that occur in their lives are due to their 
efforts and personality characteristics are said to have an "expectancy of 
internal control", while people who believe events in their lives to be a 
function of luck, chance, fate, powerful others are said to have an "expectancy 
of external locus of control". Various questionnaires have been devised to 
measure this belief system, of which the best known are the Rotter (1966) I-E 
Scale, the Levenson (1974) IPC Scale, and the Collins (1974) scale. Each of 
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these has been criticized on psychometric grounds. The concept has been 
widely used and appHed in cross cultural studies, studies on health beliefs and 
behaviour, investigations of mental illness and many other areas of research 
According to Rotter (1966, 1971) and Phares (1973), if individuals 
believe that behaviour is rewarded not because of skill but because of luck, 
they believe in the external control of their actions. If they believe that their 
behaviour deserves success or reward, they believe in the internal control of 
their actions. Phares (1973) states that internal-external (IE) control of 
reinforcement is a generalized expectancy that refers to the way that 
individuals see the connection between their behaviour and occurrence of 
reward or punishment. People are neither all internal, nor all external, but more 
or less internal. 
Internal seems to have more self-confidence and self control, work 
better with others, and have better mental health. Phares (1973) noted that 
internals are more energetic in their efforts to control the environment. For 
example, internal tuberculosis patients sought more information about their 
condition, asked more questions, and were more cooperative than externals. 
Even in prison internal knew more about the working of the institution and 
parole. More internals than externals stopped smoking after the surgeon's 
general report and did not begin again. 
141 
INTERNAL VERSES EXTERNAL CONTROL 
Rotter's (1966) locus of control concept implies that people- adult and 
children-develop expectancy about the reinforcement of their behaviour. 
Internal believe that their behaviour generates reinforcement; externals believe 
that reinforcement occurs, because of luck or fate. An internal locus of control 
is usually thought to be desirable because of the personality trait associated 
with intemality: lack of anxiety, tolerance, self-confidence, independence, and 
achievement. Rotter (1966) state that internals are more alert to environmental 
information and more desirous of avoiding failure; externals are supposedly 
anxious, suspicious, passive, and poor achievers. 
From this description intemality would seem to be the desired state and 
schools have begin to initiate programs to foster (to make healthy) intemality. 
While there have been such efforts, cautious criticism suggests extemality may 
not be all bad. It may actually be a realistic way of coping with hostile 
environment. Rotter (1966) noted that internals sometime overestimate their 
control, which may produce problems, such as a loss of a sense of 
psychological security. 
Intemality, nevertheless, seems to be the more positive condition, 
especially in schooling. Studies such as Uirey's (1974) showed that improving 
intemality also improves academic work. The author employed a ropes-course 
technique (teaching youngster's self-sufficiency through camping experiences) 
that resulted in increased intemality that transferred to the classroom 
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Some research is (McCombs, 1991) suggest that what underhes the 
internal locus of control is the concept of "self as agent". This means that our 
thoughts control our actions and that when we realize this executive function of 
thinking we can positively affect our beliefs, motivation, and academic 
performance. "The self as a agent can consciously or unconsciously direct, 
select, and regulate the use of all knowledge structure and intellectual 
processes in support of personal goals, intentions, and choices". McCombs 
(1991) asserts that "the degree to which one chooses to be self-determining is a 
function of one's realization of the source of agency and personal control" In 
other word, we can say to ourselves, I choose to direct my thoughts and 
energies toward accomplishment. I choose not to be daunted by my anxieties 
or feeling of inadequacy. 
There is a fairly considerable literature on the relation between anxiety 
and academic performance which is of interest to us because anxiety and 
neuroticism are highly correlated. Anxiety is a diffused irrational fear; it is not 
directed to .an appropriate target and not controlled by self-insight, spreads 
through out of the life and strain the individual social relationship. It puts the 
individual on alert and predisposes him to see other person or group as 
menacing. There is substantial amount of evidences to suggest that 
development of such irrational fear depends on how the individual interprets 
his experiences and how he interprets the causes of his experiences. If the 
individual perceives the events, whether positive or negative, as bemg a 
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consequence of his own actions and which are under his personal control then 
he is not likely to develop irrational fear or anxiety. If a person, on the other 
hand perceives positive or negative events as being unrelated to his own 
behaviour rather attributes the vicissitudes of existence of fate, luck, behaviour 
of others or environmental factors, he is more likely to develop irrational fear 
or anxiety. 
The first types of individuals are known as "internally oriented'" 
individuals while the later types of individuals are considered as "externally 
oriented" individuals. Thus, it is highly logical to assume that internals and 
externals may differ with respect to academic performance; the former may 
show superiority over the later. 
EDUCATIONAL ATTAINMENT AND LOCUS OF CONTROL 
Locus of control of reinforcement refers to an individual's perception of 
reinforcement contingencies. The more a person sees a connection between his 
own behaviour and what happens to him the more "internal" he is considered. 
Conversely, the more he does not perceive connections between his 
reinforcement and his actions but sees the consequences as luck, chance or the 
influence of others, the more external he is considered. Organizing in Rotter's 
social learning theory (1966) locus of control orientation has been found to be 
related to an impressive array of significant behaviour ranging from academic 
achievement to psychological adjustment. While there are multiple 
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dimensional measure of locus of control available. The most popular measure 
for both children and adults provide a single global score. 
Recent work has focused on antecedents of, and changing of, locus of 
control as well as on devising procedure that take advantage of the differences 
in information processing associated with internal and external orientations. 
For example, schools curricula have been designed to be consistent with 
children's locus of control orientation, with resultant increases in academic 
achievement and liking for schools. 
Weiner, Russell and Lerman (1978, 1979) undertook a series of 
studies in which they cited the occasions when student had succeeded or tailed 
on an examination for a particular reason such as help from others, luck, and 
lack of effort. 
These researchers found that the student's emotions are more closely 
associated with their interpretations of their experiences rather than with the 
outcome of examination. Thus, Weiner, Russell and Lerman (1978, 1979) 
observed that those who believed they did well because of their own efforts 
and abilities tended to feel proud, competent and satisfied whereas those who 
blamed others for their failures tended to feel angry, surprised, hostile or 
alarmed. 
Moreover these researchers also found that those who believed they did 
well because of lucky fluke or chance tended to feel gratitude, surprise or guilt 
and those who believe their failure were their own fault tended to feel regret, 
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guilt and resignation. These findings portrays clear picture of the 
characteristics behavioural patterns of internally oriented and externally 
oriented individuals. 
More specifically these findings make it crystal clear how internally and 
externally oriented persons interpret their experiences. The emotional 
reactions of these two types of individuals and their way of interpretations of 
the experiences, lead us to assume externally oriented individuals are more 
anxious, hostile, prone to dependence than internally oriented individuals. Such 
characteristics, lead us to assume that externally oriented individuals are likely 
to show poorer academic performance than internally oriented individuals. The 
present study is designed to test these assumptions. 
OBJECTIVES OF THE STUDY 
1. It is assumed that the people who are high on Loneliness Scale are 
expected to show poorer academic performance as compared to those 
individuals who are low on Loneliness Scale. One objective of the 
present study is to test this assumption since no study has been under 
taken till date. 
2. Another consideration that motivated the present author to undertake 
this proposed research is the existence of substantial body of evidence, 
though conflicting, demonstrating relationship between Neuroticism and 
academic performance. The findings obtained by various researchers are 
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quit conflicting. The present study is an attempt to resolve this 
important controversy. 
3. The emotional reactions of these two types of individuals (i.e. internally 
oriented and externally oriented) and their way of interpretation of the 
experiences, lead us to assume externally oriented individuals are more 
anxious, hostile and prone to dependence than internally oriented 
individuals. Such characteristics, in turn, lead us to assume that 
externally oriented individuals are more likely to show poorer academic 
performance than internally oriented individuals. Another objective of 
the present study is to test this assumption. 
The present investigation was initiated to study the academic 
performance in relation to loneliness, neuroticism, and locus of control among 
university students. The main objectives of the study were (1) to investigate the 
relationship between academic performance and loneliness, i.e., to see whether 
or not high and low lonely subjects differ with respect to academic 
performance; (2) to investigate the relationship between academic performance 
and neuroticism, i.e., to see whether or not subjects with high and low level of 
neuroticism differ with respect to academic performance; (3) to investigate the 
relationship between academic performance and locus of control, i.e., to see 
whether or not internally oriented and externally oriented subjects differ with 
respect to academic performance; (4) to investigate interactional effects 
between loneliness and neuroticism, between loneliness and locus of control. 
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between neuroticism and locus of control and among loneliness, neuroticism 
and locus of control on academic performance. 
The present study was designed to answer the following questions :-
1. Do high lonely and low lonely subjects differ in their academic 
performance? 
2. Do subjects with high and low level of neuroticism differ in rheir 
academic performance? 
3. Do internally oriented and externally oriented subjects differ in their 
academic performance? 
4. Is there an interactional effect of loneliness and neuroticism on 
academic performance? 
5. Is there an interactional effect of loneliness and locus of control on 
academic performance? 
6. Is there an interactional effect of neuroticism and locus of control on 
academic performance? 
7. Is there an interactional effect among loneliness, neuroticism, and locus 
of control on academic performance? 
In order to answer the above questions, a 2x2x2 factorial design, in which 
three personality variables (i.e. loneliness, neuroticism, and locus of control) 
each variable varying in two ways, was used. Loneliness was varied by 
selecting high lonely and low lonely subjects. Neuroticism was varied by 
selecting those who have high level of neuroticism and low level of 
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neuroticism and locus of control was varied by selecting externally oriented 
and internally oriented subjects. Thus, there were eight groups of subjects as 
given below: 
> High lonely-high level of neuroticism externally oriented subjects. 
> High lonely-high level of neuroticism internally oriented subjects. 
> High lonely-low level of neuroticism externally oriented subjects. 
> High lonely-low level of neuroticism internally oriented subjects. 
> Low lonely-high level of neuroticism externally oriented subjects. 
> Low lonely-high level of neuroticism internally oriented subjects. 
> Low lonely- low level of neuroticism externally oriented subjects. 
> Low lonely- low level of neuroticism internally oriented subjects. 
In order to form above mentioned eight groups of subjects, Loneliness 
Scale developed by Russell, Peplau and Cutrona (1980), Neuroticism Scale 
Questionnaire, developed by Scheier and Cattell (1961), and Locus of Control 
(I-E Scale), developed by Rotter (1966) were administered on 800 Post 
Graduate students randomly selected from the faculties of Arts and Social 
Sciences, Aligarh Muslim University, Aligarh. They all belonged to same 
socio-economic and cultural background. The age of the subjects ranged from 
18 years to 28 years. On the basis of their scores on these various scales, these 
eight groups were formed. 
To be more specific on the basis of their scores on Loneliness Scale 
(Russell, Peplau and Cutrona, 1980) two groups, namely high lonely and low 
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lonely subjects were formed. The subjects whose scores on loneliness scale fell 
on or above S"* quartile were considered as high lonely subjects. The subjects 
whose scores on loneliness scale fell on or below 1*' quartile were considered 
as low lonely subjects. The 1^ ' and S"* quartiles were 38 and 48 respectively. 
Neuroticism Scale Questionnaire (Scheier and Cattell, 1961) was 
administered on these two groups of subjects. In each group, the subjects 
whose scores on Neuroticism Scale Questionnaire fell on or below 1*' quartile 
were considered as low level of neuroticism subjects and the subjects whose 
scores fell on or above 3*^  quartile were considered as high level of neuroticism 
subjects. The 1^ ' and 3^'^ quartiles were 37 and 47 respectively. Thus, on the 
basis of their scores on Neuroticism Scale Questionnaire, each group was 
divided into two sub-groups to form four groups of subjects, namely, high 
lonely-high level of neuroticism subjects, high lonely-low level of neuroticism 
subjects, low lonely-high level of neuroticism subjects, low lonely-low level of 
neuroticism subjects. 
Locus of Control Scale as developed by Rotter (1966) was 
administered on these four groups of subjects. In each group, the subjects 
whose scores on I-E Scale fell on or above 3'"'' quartile were considered as 
internally oriented subjects. The subjects whose scores on the I-E Scale fell on 
or below l" quartile were considered as externally oriented subjects. The T' 
and 3"* quartiles were 11 and 15 respectively. Thus, on the basis of their scores 
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on I-E Scale, each group was divided into two sub-groups to form eight groups 
of subjects as mentioned above. 
The following tools were used in the present study. 
(A) UCLA Loneliness Scale: The UCLA loneliness scale developed by 
Russell, Peplau and Ferguson (1978) and revised by Russell, Peplau and 
Cutrona (1980) was used to measure the loneliness level of students. The 
UCLA is a 20-item Likert type scale to measure the general loneliness levels of 
participants. The reliability coefficient of the UCLA was calculated as .94 by 
the Retest Method and the Cronbach's Alpha Reliability Coefficient of the 
UCLA was found to be .96. The parallel form validity of the UCLA was tested 
with the Beck Depression Inventory and the correlation coefficient was found 
to be .77 (Demir, 1990). There were four alternatives to one statement, i. e., 
never (1), rarely (2), sometime (3), and often (4). The subjects were asked to 
indicate how often they felt the way described in each of the statement and 
were asked to circle one number accordingly. And on the basis of scores on 
this scale the subjects were divided into high and low loneliness groups. 
(B) Neuroticism Scale Questionnaire: The scale developed by Scheier 
and Cattell (1961) to determine high level of neuroticism and low level of 
neuroticism. The subjects were given the neuroticism scale questionnaire, 
which was in booklet form with clear instruction printed on that. Questions 
were about attitude and opinions- what do and how you feel about certain 
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situations. Some people feel one way; others feel another way. Thus, there was 
no "right" or "wrong" answers to the questions. 
The following instructions were written on NSQ booklet: 
1. Make sure you have put your name and whatever is asked for at the top 
of this page. 
2. Never pass over a question, but give some answer to every single one. 
Your answers will be kept entirely confidential, so answer truthfully. 
3. Do not spend time puzzling things out. Answer each question 
immediately, the way you want to at this moment (not last week or 
usually). You may have answered questions like this before, but answer 
them as you feel NOW. 
To record the total score, total of each page were put in the place provided 
at the bottom of that page, then added those two subtotals and placed the 
combined and final total in the place provided at the bottom and extreme right 
of the right-hand test booklet page. That yielded the "raw scores" which was 
further converted to normative scores according to instructions provided in the 
handbook. On the basis of scores yielded, the Ss were divided in two groups, 
i.e. Low level of neuroticism subjects and High level of neuroticism subjects. 
(C) Locus of Control Scale (I-E Scale) The scale was developed by 
Rotter (1966) and it was employed to determine internally oriented and 
externally oriented subjects. The scale is 29 items, forced choice test including 
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six filler items intended to make somewhat more ambiguous the purpose of the 
test. 
A careful reading of the items makes it clear that the items deal 
exclusively with the subjects' belief about the nature of the world, i.e. they 
were concerned with the subjects expectations about how-reinforcement is 
controlled. Consequently, the test is considered to be a measure of a 
generalized expectancy. 
The I-E scale was administered with the following instructions: 
"This is a questionnaire to find out the way in which certain important events 
in our society affect different people, each items consists of a pair of 
alternatives lettered 'a' or 'b'. Please select the one statement of each pair 
which you more strongly believe to be the case of as far as you are concerned. 
Be sure to select the one you actually believe to be true rather than the one you 
think you should choose or the way would like to be true. This is a measure of 
personal belief; obviously there are no 'right' or 'wrong' answers. Please 
answer these items carefully but do not spend too much time on any item. Be 
sure to find any answer for every choice. In some instances you may discover 
that you believe both statements or neither one. In such cases, be sure to select 
the one you more strongly believe to be the case as far as you are concerned. 
Also try to respond to each item independently when making your choice, do 
not be influenced by your previous choice". The score is the total number of 
external choice made by the subjects. 
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Academic performances of these eight groups of subjects, so formed, 
were assessed by recording their average performance in three consecutive 
examinations (two promotional and one final year examination). 
The data, thus, obtained were tabulated group wise and were statistically 
analyzed by means of three way analysis of variance (ANOVA) and necessary 
inferences were drawn. 
"F"-ratio were calculated for the variation of each independent variable 
and also for any possible interaction between two or more than two variables. 
F-ratio for loneliness variation was 14.46, which is significant 
indicating that high lonely and low lonely group of subjects differed with 
respect to academic performance. 
F-ratio for neuroticism variation was 0.00, which is insigniticant 
indicating that high level of neuroticism and low level of neuroticism subjects 
did not differ with respect to academic performance. 
F-ratio for locus of control was 0.43 which is insignificant. The result 
suggested that internally oriented and externally oriented subjects did not differ 
with respect to academic performance. 
F-ratio for interacfion between loneliness and neuroticism was 0.00. 
which is also insignificant. The result suggested that there is no interactional 
effect of loneliness and neuroticism on academic performance. 
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F-ratio for interaction between loneliness and locus of control was 2 12, 
which is also insignificant. Result showed that there was no interactional effect 
of loneliness and locus of control on academic performance. 
F-ratio for interaction between neuroticism and locus of control was 
0.46, which is also insignificant. Result showed that there is no interactional 
effect of neuroticism and locus of control on academic performance. 
F-ratio for interaction among loneliness, neuroticism and locus of 
control was 1.32, which is insignificant. 
The first finding of our research i.e., high lonely subjects show poorer 
academic performance than low lonely subjects, is in the expected direction. It 
has been established beyond doubt that people experiencing loneliness often 
feel depressed, anxiety, anger and develop poor self concept. Moreover, lonely 
individuals are often overly self critical and self absorbed in their unhappiness. 
These characteristics of the individual are bound to impair their academic 
performance. Numerous studies have provided empirical support to this 
contention Goswick and Jones (1981), for instance have demonstrated a 
positive relationship between loneliness and poor self concept and Bartlett 
(2002) has found that lonely individuals are depressed, they lack a clear 
purpose (meaningful goals) and develop feelings of inadequacy (self esteem), 
which, in turn, lead to low level of academic achievement. Similarly, Demir 
and Tarhan (2001) have found positive relationship between loneliness and 
social dissatisfaction and their results also revealed a significant relationship 
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between achievement scores and loneliness, indicating that as the level of 
loneliness increased, academic achievement decreased. The first finding of our 
research is in total agreement with the findings cited above. Our finding also 
supports the view that loneliness induces depression, anxiety and poor self 
concept, which, in turn, causes poor academic performance (Ashtiani, Ejei, 
Khodapanahi and Tarkhorani, 2007). 
Another potential explanation of our present finding may be the fact that 
a positive relationship has been found between loneliness and neuroticism, 
between loneliness and satisfaction with life, between loneliness and anxiety, 
and between loneliness and maladjustment (Neto and Barros, 2000, 2003; 
Tumkaya, Aybek and Celik, 2008). It is very much obvious that a person, 
who is neurotic, dissatisfied with his life, anxious and maladjusted, is likely to 
show poorer academic performance as compared to a person who does not 
have these characteristics. The first finding of our investigation provides strong 
empirical support to this contention by showing that high lonely subjects 
secured poorer marks in their examination as compared to low lonely subjects. 
Personality factors like low self esteem, social anxiety and shyness 
significantly contribute in the development of loneliness (Jong-Gierveld, 
1987). These personality characteristics are assumed to impair academic 
performance. Our first finding provides empirical support to this assumption. 
Our finding is also consistent with the findings obtained by Ashtiani, Ejei, 
Khodapanahi and Tarkhorani (2007), who have demonstrated a negative 
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significant relationship between self-concept, self-esteem and depression 
which decreases academic achievement. 
Last but not the least important explanation of our finding, i.e., high 
lonely subjects show poorer academic performance as compared to low lonely 
subjects, is consistent with the previous results (Perry et. ai., 1988; Boulton & 
Smith, 1994; Austin & Joseph, 1996; Ladd, Kochenderfer & Coleman, 
1997; Graham & Juvonen, 1998; Hodges & Perry, 1999; Andreou, 2000; 
Schwartz, 2000; Schwartz et. al., 2001; Kochenderfer-Ladd & Skinner, 
2002). 
The second finding of our research, i.e., subjects with high level of 
neuroticism and subjects with low level of neuroticism did not differ with 
respect to their academic performance, is an addition in the already existing 
gravely conflicting findings regarding the impact of neuroticism on academic 
performance. There are good number of studies which have found negligible or 
no relationship between neuroticism and academic performance 
(Mwamwenda, 1995; McKenzie, Taghavi-Khonsary and Tindell, 2000; 
Furnham, Chamorro-Premuzic and McDougall, 2003), other investigators 
have demonstrated negative correlation between neuroticism and academic 
performance strongly suggesting that neuroticism impairs academic 
performance. (Savage, 1962; Chamorro-Premuzic and Furnham, 2003; 
Diseth, 2003; Laidra, Pullman and AUik, 2006; Pallegama, Ariyasinghe 
and Parera, 2007). To add fuel to fire, interestingly some researchers have 
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shown facilitative effect of neuroticism on academic performance (Furneaux, 
1956, 1962; Broadbent, 1958; Lynn, 1959; Lynn and Gordon, 1961; 
Upmanya, 1974). Still other investigators have observed a U- Shaped 
relationship between neuroticism and academic success (Lynn and Gordon, 
1961; Savage, 1962; McKenzie, Taghavi-Khonsary and Tindell, 2000). 
Such a curvilinear relationship was explained in terms of Yerkes-Dodson law 
which states that the optimum drive required for efficient learning is inversely 
related to the complexity of the task. Hence, Lynn (1959) has reported 
neuroticism impairs performance when the task is difficult but facilitates 
performance when the task is simple or easy. Similarly, McKenzie, Taghavi-
Khonsary and Tindell (2000), have observed negligible or negative 
correlation between neuroticism and academic achievement for the low super-
ego group of subjects but observed positive correlation between neuroticism 
and academic achievement for the high super-ego group of subjects. 
In the light of these conflicting findings regarding the impact of 
neuroticism on academic performance, the second finding of our research is in 
agreement with the findings obtained by (Mwamwenda, 1995; McKenzie, 
Taghavi-Khonsary and Tindell, 2000; Furnham, Chamorro-Premuzic and 
McDougall, 2003), who have also demonstrated that neuroticism has no effect 
on academic performance. 
The third finding of our research i.e., internally oriented subjects and 
externally oriented subjects did not significantly differ in their academic 
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performance, is surprising and in the unexpected direction, hence needs deep 
and through analysis. In view of the characteristics of internally oriented and 
externally oriented subjects, a positive relation between locus of control beliefs 
and achievement is logical. Logically, if success is positively valued, people 
who feel more able to control outcomes should exert more effort and hence 
should get greater success as compared to externally oriented people who 
firmly believe that the outcome is the result of luck and chance. For example, 
an internal student, who studies hard and done well on a test, will attribute the 
success to own actions. This student will then continue to study hard, because 
an expectation to succeed in the future is established. Moreover, the mdividual 
feels a positive emotional response of pride for the successes, which 
strengthens the expectation and the motivation. On the other hand, an external 
student may study and do well on a test, but may believe the success is due to 
an easy test, or luck, or a variety of other factors. This student does not 
attribute success to own actions, and so may not consistently study. Therefore, 
the more internal the perspective, the greater the expectation, and the stronger 
the motivation to achieve. Thus numerous studies have shown that internally 
oriented subjects show superior academic performance than externally oriented 
subjects (Phares, 1976; Lefcourt, 1976; Bar-Tal and Bar-Zohar, 1977; 
Wiest, Wong and Kreil, 1998; Garden, Bryant and Moss, 2004; Gilford, 
Mianzo and Briceno-Perriott, 2006; Kirkpatrick, Slant, Downes and 
Gaither, 2008). The second finding of our investigation is not in agreement 
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with the finding cited above. However, our finding provides strong empirical 
support not only to Phares, Wilson and Klyver' (1971) hypothesis but also to 
the findings obtained by previous researchers. Phares, Wilson and Klyver' 
(1971), hypothesized that the generalized expectancies for internal verses 
external control of reinforcement would operate in a situation which does not 
provide any very explicit cues that external forces may have influenced one's 
performance, but would recede in importance in a situation which does provide 
such explicit cues. The academic setting provides a number of explicit cues 
relating to the course and the instructor arousing specific expectancies 
regarding the locus of blame for poor academic performance. On the basis of 
Phares' hypothesis, it would be predicted that individual differences in locus of 
control would be unrelated to attribution of responsibility for poor academic 
performance. Thus, the second finding not only provides empirical support to 
this hypothesis, but also is in agreement with the finding obtained by 
Brenenstuhl and Badgett (1977) and Gadzella, Williamson and Ginther 
(1985), who did not find any significant correlation between academic 
achievement and locus of control. 
Another possible explanation of the second finding may be given in 
terms of size of the sample. As states elsewhere there were 50 subjects in each 
group which may not be considered as large sample. It is possible that if large-
sample is used the result may be reversed. Hence further research is needed in 
future using large sample. The finding of such a study may resolve the 
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controversy regarding the impact of locus of control on academic performance. 
The foregoing discussion clearly highlighted the existing controversy regarding 
the influence of locus of control on academic performance. We have just 
noticed that a large number of studies have found that internally oriented 
subjects show better academic performance than externally oriented subjects. 
But at the same time other studies, though smaller in number, demonstrated no 
relationship between locus of control and academic performance, i.e., internal 
and external oriented subjects did not differ with respect to academic 
performance. Hence, an exhaustive study is needed to resolve this controversy. 
All the interactional effects, i.e., interaction between loneliness and 
neuroticism; interaction between loneliness and locus of control; interaction 
between neuroticism and locus of control and interaction among loneliness, 
neuroticism and locus of control are insignificant. These insignificant 
interactional effects suggest that all the independent variables worked 
independently. For example, the insignificant interaction between loneliness 
and neuroticism suggest that the academic performance of high lonely and low 
lonely subjects is independent of neuroticism. The other insignificant 
interactional effects may possibly be explained in the same way. 
The overall findings of the present research at least highlight the fact 
that student should not feel lonely whether they are at home or in hostels, for 
loneliness is found to have profound adverse effects on academic performance. 
On the basis of our findings, it is strongly recommended to parents and 
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academic administrators to leave no stone unturned to evolve a mechanism by 
which a student may not develop a feeling of loneliness. In this sense the 
findings of the present research are very important for parents and academic 
administrators. 
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A^iPEJ^ICES 
The Revised UCLA Loneliness Scale 
Appendix-A 
Directions: - Indicate how often you feel the way described in each of 
the following statements. Circle one number for each. 
S.N. 
I. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 
11. 
12. 
13. 
14. 
15. 
16. 
17. 
18. 
19. 
20. 
Statements 
I feel in tune with the people around me 
I lack companionship 
There is no one I can turn to 
I do not feel alone 
I feel part of a group of friends 
I have a lot in common with the people around 
me 
1 am no longer close to anyone 
My interest and ideas are not shared by those 
around me 
I am an outgoing person 
There are people I feel close to 
I feel left out 
My social relationships are superficial 
No one really knows me well 
I feel isolated fi-om others 
I can fmd companionship when I want it 
There are people who really understand me 
I am unhappy being so withdrawal 
People are around me but not with me 
There are people I can talk to 
There are people I can turn to 
Never Rarely 
2 
2 
2 
2 
2 
2 
2 
2 
2 
2 
2 
2 
2 
2 
2 
2 
2 
2 
2 
2 
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3 
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3 
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3 
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3 
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3 
3 
3 
4 
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4 
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4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
- -\ 
Name En.No. 
Age Sex Class 
Address 
Email (If Any) 
Contact No. (If Any) 
% of Marks in B.A. I year.... 
% of Marks in B.A. II year.... 
% of Marks in B.A. Illyear... 
Year of Passing (Graduation). 
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Neuroticism Scale Questionnaire (NSQ) 
Appendix-B 
Instructions: - This booklet asks questions about attitudes and opinions- what you do 
and how you feel about certain situations. Some people feel one way; other people 
feel another way. Thus, there are no "right" or "wrong" answers to the questions 
For practice, start with the two simple, examples just below. As you see, each one is 
in the form of a sentence. By putting a cross x, in ONE of the three boxes on the right 
you show how it applies to you. Make your x now two examples. 
Yes In-Between No 
1.1 like to go swimming D • D 
A middle box is provided for the times when you cannot definitely say YES or NO. 
But use this middle box as little as possible. 
2,1 would rather spend an evening: A Undecided C 
(A) Talking to people. (C) At a movie. D D L 
About half the sentences inside end in A and C choices like this. A is always to the 
left and C is always to the right. Remember; use the middle "In-Between" or 
"Undecided" box only if you cannot possibly decided between A or C. 
Now: 
1. Make sure you have put your name and whatever is asked for at the top of this 
page. 
2. Never pass over a question, but give some answer to every single one. Your 
answers will be kept entirely confidential, so answer truthfully. 
3. Do not spend time puzzling things out. Answer each question immediately, 
the way you want to at this moment (not last week, or usually). You may have 
answered questions like this before, but answer them as you feel NOW . 
Most people finish in five to ten minutes. Hand this booklet as soon as you are 
through with it, unless told to do otherwise. As soon as the signal is given, turn the 
page and begin. 
STOP HERE - WAIT FOR SIGNAL 
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ANSWER ONLY IN BOXES TO THE RIGHT. 
MARK ONLY ONE BOX FOR EACH QUESTION. 
PUT ANSWERS B } ; L 0 \ V 
1. In school, what I liked best was: 
(A) English (or the language 1 speak) 
(B) Arithmetic or Mathematics 
2. Every now and then, 1 really like to engage in a tough physical activity. 
3. I strongly enjoy the slap-stick humor of the usual television comedy show. 
4. I would rather read: 
(A) A realistic description of military battles. 
(B) An imaginative and sensitive novel 
5. If somebody interrupts me when I'm talking, I forgot what I'm talking about. 
(A) Yes, oflen (B) Sometimes (C) Hardly ever 
6. I enjoy more an evening: 
(A) At a lively party with friends. 
(B) With a good hobby of my own. 
7. I prefer to dress: 
(A) Very quietly, correctly, and conservatively. 
(B) In an average way. 
(C) With some definite style that people can see. 
8. 1 like to go out to a show or entertainment: 
(A) Less than once a week (less than average). 
(B) About once a week (average). 
(C) More than once a week (more than average) 
9. I can tell a complete lie with a straight face: 
(A) Whenever it is right to do so. 
(B) With a little difficulty. 
(C) Never under any circumstances 
10. I greatly like to play practical jokes 
11. I like it when I know so well what the group has to do that 1 naturally 
become the one in command. 
12. In my spare time, I would rather join: 
(A) A hiking and exploring club. (C) A community service organization. 
13. I believe it is right to be modest and understate how good I am at something, 
when people ask 
14. If I think a person is wrong in a discussion, I tell him so: 
(A) Only if it can be done politely. (B) Sometimes (C) Almost always. 
15. The use of dirty or foul language disgust me (even if there are only people of 
own sex present). 
16. I find it upsetting to have to move all my belongings to a new 
place 
17. I would rather listen to: (A) A brass band (C) A good chanting hymn. 
18. When annoyed, I may say things that hurt people's feeling: 
(A) Never. (B) Rarely. (C) Sometimes. 
19. 1 often feel quite tired when 1 get up in the morning 
20. I need to have things "just so", in order to concentrate on my work 
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21. I would rather be: 
(A) A guidance worker with young people seeking careers. 
(B) A manager in a technical manufacturing company 
22. In school, what I like best was: 
(A)Handwork and crafts. (B) Each about the same. (C) Music 
23. I would rather spend my vacations: 
(A) In places in my own country, where 1 know I'll have a good time 
(C) In foreign lands that are colorftil and "different." 
24. The newspaper headline that would interest me more is: 
(A) Latest Improvements in Production and Marketing. 
(C) Religious Leaders Discuss a Unified Religion 
25. I think 1 am more sensitive than most people to the artistic quality of my 
surroundings 
26. I have a tendency to be: 
(A) A rather reckless optimist (too sure things will go well). 
(C) An ovCTcautious pessimist (too sure things will go wrong) 
27. I have a hard time putting work out of my mind and relaxing 
28. I like to crack jokes and tell fiinny stories: 
(A) Hardly ever. (B) Sometimes. (C) Often 
29. I would rather be: 
(A) An actor. 
(C) A house builder 
30. I enjoy acting on impulses of the moment (even if they do sometimes land 
me in a few difficulties later). ... 
31. I feel it is more important to: 
(A) Get my own ideas put into practice. (C) Get along smoothly with others. 
32. When I need immediately the use of something belonging to a friend, but he 
is out, I think it's all right to borrow it without his permission 
33. It is more impwrtant to me: 
(A) To enjoy my life quietly in my own way. 
(C) To be admired and respected for what I have done 
34. If I had a loaded gun in my hand, I would feel nervous until it was unloaded. 
35. I never try to ask help of people I know only slightly 
36. Sometimes I let small things get on my nerves too much 
37. Worrying keeps me awake at night 
38. I feel well-adjusted to life and its demands: 
(A) All of the time. (B) Most of the time. (C) Less than half of the time. ... 
39. I feel that people are not as considerate of me as my good intentions 
deserves 
40. I sometimes get tense and upset as I think back on my day's happenings. 
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Rotter's Locus of Control Scale 
Appendix-C 
INSTRUCTIONS: - Indicate which of each statement you believe to be true, despite 
which you may wish to be true. There are no rights or wrong answers. Answer all the 
questions. Tick any one (A) or (B). 
1. a. Children get into trouble because their parents punish them too 
much. 
b. The trouble with most children nowadays is that their parents are too 
easy with them. 
2. a. Many of the unhappy things in people's lives are partly due to bad 
luck. 
b. People's misfortunes result from the mistakes they make. 
3. a. One of the major reasons why we have wars is because people don't 
take enough Literest in politics. 
b. There will always be wars, no matter how hard people try to prevent 
them. 
4. a. In the long run people get the respect they deserve in this world 
b. Unfortunately, an individual's worth often passes unrecognized no 
matter how hard he tries 
5. a. The idea that teachers are unfair to students is nonsense. 
b. Most students don't realize the extent to which their grades are 
influenced by accidental happenings. 
6. a. Without the right breaks one cannot be an effective leader. 
b. Capable people who fail to become leaders have not taken advantage 
of their opportunities. 
7. a. No matter how hard you try some people just don't like you. 
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b. People who can't get others to Hke them don't understand how to get 
along with others. 
8. a. Heredity plays the major role in determining one's personality 
b. It is one's experiences in life which determine what they're like. 
9. a. I have often found that what is going to happen will happen. 
b. Trusting to fate has never turned out as well for me as making a 
decision to take a definite course of action. 
10. a. In the case of the well prepared student there is rarely if ever such a 
thing as an unfair test. 
b. Many times exam questions tend to be so unrelated to course work that 
studying in really useless. 
11. a. Becoming a success is a matter of hard work; luck has little or 
nothing to do with it. 
b. Getting a good job depends mainly on being in the right place at the 
right time. 
12. a. The average citizen can have an influence in government decisions. 
b. This world is run by the few people in power, and there is not much 
the little guy can do about it. 
13. a. When I make plans, I am almost certain that I can make them 
work. 
b. It is not always wise to plan too far ahead because many things turn 
out to- be a matter of good or bad fortune anyhow. 
14. a. There are certain people who are just no good, 
b. There is some good in everybody. 
15. a. In my case getting what I want has little or nothing to do with luck. 
b. Many times we might just as well decide what to do by flipping a com. 
193 
16. a. Who gets to be the boss often depends on who was lucky enough to 
be in the right place first. 
b. Getting people to do the right thing depends upon ability; luck has 
little or nothing to do with it. 
17. a. As far as world affairs are concerned, most of us are the victims of 
forces we can neither understand, nor control. 
b. By taking an active part in political and social affairs the people can 
control world events. 
18. a. Most people don't realize the extent to which their lives are 
controlled by accidental happenings. 
b. There really is no such thing as "luck." 
19. a. One should always be willing to admit mistakes, 
b. It is usually best to cover up one's mistakes. 
20. a. It is hard to know whether or not a person really likes you. 
b. How many friends you have depends upon how nice a person you are. 
21. a. In the long run the bad things that happen to us are balanced by the 
good ones. 
b. Most misfortunes are the result of lack of ability, ignorance, laziness, 
or all three. 
22. a. With enough effort we can wipe out political corruption. 
b. It is difficult for people to have much control over the things 
politicians do in office. 
23. a. Sometimes I can't understand how teachers arrive at the grades they 
give. 
b. There is a direct connection between how hard 1 study and the grades 1 
get. 
194 
24. a. A good leader expects people to decide for themselves what they 
should do. 
b. A good leader makes it clear to everybody what their jobs are. 
25. a. Many times I feel that I have little influence over the things that 
happen to me. 
b. It is impossible for me to believe that chance or luck plays an 
important role in my life. 
26. a. People are lonely because they don't try to be friendly. 
b. There's not much use in trying too hard to please people, if they like 
you, they like you. 
27. a. There is too much emphasis on athletics in high school, 
b. Team sports are an excellent way to build character. 
28. a. What happens to me is my own doing. 
b. Sometimes I feel that I don't have enough control over the direction my 
life is taking. 
29. a. Most of the time I can't understand why politicians behave the way 
they do. 
b. In the long run the people are responsible for bad government on a 
national as well as on a local level. 
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